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abstract 
 
Economic globalization has prompted the internationalization of higher education in countries 
such as Vietnam. Increasingly regarded as a global business, the cross-border provision of 
higher education products and services takes a number of different forms from students 
studying Western programs abroad to students undertaking Western programs in English in 
their country of origin. 
 
Despite the popularity of transnational education (TNE) programs throughout Asia and the 
quite considerable research on the experience of international students studying abroad, there is 
little, or no, research on the experience of Vietnamese students undertaking TNE programs 
presented in English in Vietnam from the learner’s perspective. As a consequence, this study 
aims to address a gap in the research literature by exploring the English oral communication 
strategies (EOCS) used by Vietnamese students undertaking four Western-originated 
Transnational Education Advanced Programs (TNE APs) at three universities in Vietnam. It 
also examines the extent to which learner factors (e.g., gender, motivational orientation, 
English language proficiency, culture, educational approaches, academic major, educational 
setting) impact the students’ choice and use of these EOCS. 
 
 A mixed methods design was used in this study. The quantitative phase involved the 
administration of a questionnaire to 333 participants and the qualitative phase involved 20 
students who completed the questionnaire but volunteered to participate in the follow-up 
interviews. An integration of quantitative and qualitative findings of the current research 
revealed that Vietnamese learners of these TNE APs used 19 Coping-EOCS used by 
Vietnamese students to deal with their English oral communication problems and 18 
Developing-EOCS to develop their English oral communication competence. Significant 
relationships were also found between the use of these Coping-EOCS and the student's 
motivational orientation, English language proficiency, academic major, and university 
setting. Further analysis of the qualitative data revealed that there were some interesting 
relationships between the types of Coping-EOCS and Developing-EOCS usage and learner's 
gender, cultural background, and language teaching and learning experience.  
 
  xv 
The findings of this study are significant for all stakeholders but particularly for those involved 
in the design and delivery of TNE APs in Vietnam. New knowledge as to the nature and extent 
of the oral communication strategies used by these Vietnamese students can be used to inform 
the design and implementation of TNE programs and to better support Vietnamese students 
undertaking such programs.  This study contributes to the research on EOCS used by learners 
of TNE programs in EFL social and educational contexts in less studied countries such as 
Vietnam. The results of this study when combined with those of other studies in different 
educational and social contexts will lead to a better understanding of EOCS of language 
learners worldwide.  
 
 
Key words: Transnational education, English oral communication strategies, Advanced 
Programs, communication competence, EFL or ESL learners. 
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Chapter 1: Introduction 
__________________________________________________ 
 
 
The context of this study is Vietnam’s higher education sector, in which a traditional teacher-
centred approach is dominant. In Vietnam, the teaching and learning of English is commonly 
grammar-focused and students’ English competence is measured by written exams. In contrast, 
transnational education (TNE) programs employ an oral communication-focused, student-centred 
approach to teaching and learning. This approach is a relatively new phenomenon in Vietnam, but 
is now encouraged by the government as part of a move towards the internationalisation of 
education. The current research explores the English oral communication strategies (EOCS) used 
by Vietnamese students who are undertaking TNE programs in Vietnam as well as the learner 
factors that may influence the students’choice and use of those strategies.  
 
In the current research, EOCS are defined as the tools that learners of English use to overcome their 
English oral communication problems and develop their English oral communicative competence 
in academic and social practices. To date, there has been no research focusing on these two 
important functions of EOCS as used by Vietnamese learners in the English as a foreign language 
(EFL) context in Vietnam. This research aims to address this important gap in the research. 
 
1.1. Background to the study 
 
My motivation for this study stemmed from my experiences as an English language lecturer in 
Vietnam and as an English language student both in Vietnam and in Australia. Reflecting on my 
experiences as an EFL learner and lecturer in Vietnam in the late 1990s and early 2000s, I saw 
myself as a typical product of the English language curriculum at that time. As an EFL learner, I 
was competent in English grammar and reading as a result of the traditional English grammar-
translation teaching and learning methods I had experienced at schools in Vietnam. I had been very 
successful with the use of memorisation strategies for learning English vocabulary and grammatical 
structures from textbooks written or translated by Vietnamese authors or scholars. However, I 
experienced difficulty in expressing my opinion in academic contexts or communicating orally with 
foreigners in social situations. During the 1990s, my interest in developing my English oral 
communication skills, including speaking and listening, was stimulated by Western-qualified 
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Vietnamese teachers of English. These teachers introduced Western communication-focused 
teaching and learning methods into the English language curriculum of higher education 
institutions.  
 
As a university lecturer of English in Vietnam, I saw that most of my students appeared to be 
reluctant to communicate orally, both with teachers in class and socially with foreigners. To help 
the students gain more confidence in English oral communication, I used different teaching and 
learning methods that I had learnt from my former Western-qualified Vietnamese teachers and from 
internet forums involving Western teachers. I encouraged my students to engage in communicative 
activities, in both academic and social contexts, to improve their English language skills. 
 
As a graduate student in Australia, I appreciated the different teaching and learning approaches I 
had experienced during my studies. Oral communication activities were popular, and were preferred 
by both teachers and students. I had not experienced this in my previous studies in Vietnam. I was 
impressed with, and really enjoyed, exchanging knowledge and ideas in English, although, at first, I 
suffered many linguistic problems in interacting with my international and local classmates and 
teachers due to our different cultural and educational backgrounds. I became interested in 
investigating the difficulties that other international Vietnamese students were experiencing, and 
understanding how they dealt with these in academic and social contexts in Australia. In 2009, this 
interest led to my Master’s degree project on the participation of Vietnamese students in oral 
discussion activities in Australian university classrooms. In my Master’s degree project, I 
interviewed 10 Vietnamese graduate students who were studying in Australian universities for a 
year or two years after obtaining their university degrees in Vietnam. I asked the students about 
their confidence with English before travelling to Australia, the difficulties they experienced in their 
new academic and social lives, and the solutions they had for dealing with their communication 
problems in Australian classrooms and social activities. The results of this project were as follows:  
(i) A majority of the participants admitted that they were not confident with their English 
speaking and listening skills before coming to Australia because of the English grammar-
focused teaching and learning methods used in Vietnam. 
(ii) Most of the participants were not familiar with the Australian teaching and learning 
methods that expected high levels of interaction between classmates and teachers.  
(iii) Almost all of the participants were found to be reluctant and passive in participating 
discussion classroom activities, mainly due to their Asian cultural backgrounds. 
Nonetheless, the participants used a range of language learning strategies to improve their 
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oral communication competence, both academically and socially (e.g., home-staying with 
Australian families, attending more social activities with local people and making friends 
with Australians). 
 
The findings from my Master’s project prompted me to further investigate the EOCS used by 
Vietnamese students undertaking different kinds of educational programs in Vietnam. This was 
important in gaining further understandings about these strategies and informing my pedagogy.  
 
I realised, from my experiences as an English as a foreign language teacher in Vietnam and as a 
Master’s student in a Western university, that there are connections between strategy use and 
learner factors such as cultural and educational background, English proficiency level, and 
educational setting. I decided to undertake further research on English oral communication and 
gave priority in my research plan to the strategies used by Vietnamese students and the factors that 
influence strategy use. 
 
Importance of oral communication  
 
Communication is defined as a “mutual exchange between two or more individuals which enhances 
cooperation and establishes commonality” (Wenden & Rubin, 1987, p. 5). Based on this definition, 
communication – both spoken and written – is seen as a dynamic and interdependent tool that is 
used in the negotiation of meaning between two or more people sharing some knowledge of the 
language being used (Savignon, 1983). The term oral communication is used to refer to 
communication that involves both speaking and listening.  
 
In our society, communication is an important vehicle that is used by humans to allow them to 
manage relationships and to “recall the past, think in the present, and plan the future” (Emanuel, 
2011, p. 2). In this sense, oral communication competence contributes to an individual’s social 
adjustment and participation within interpersonal relationships because it enables communicators to 
confidently show more control over their lives (Emanuel, 2011; Morreale, Osborn, & Pearson, 
2000).  
 
The literature has noted the role of silence as a significant social component in oral communication 
because “talk and silence mutually influence each other” (Harumi, 2011, p. 261). Although the 
traditional educational and linguistic research has concentrated on the importance of speech or talk 
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in communication, there has been an increasing number of studies exploring productive silence in 
communication (see Goldstein, 2003; Harumi, 2011; Nakane, 2005). An understanding of 
productive silence, while important, is beyond the scope of this study. However, this issue will be 
explored indirectly in the planned interviews. 
 
In education, oral language communicative competence in speaking and listening is an important 
indicator of students’ academic, personal and professional success (Morreale et al., 2000). Emanuel 
(2011) conducted a study of how college students spend their time communicating academically 
and found that the participants spent more than three quarters of their daily time on oral 
communication activities, including listening and speaking, but only a quarter of their time on 
reading and writing activities. This is an important consideration for educators because it suggests 
facilitating and encouraging more effective oral communication strategies for their students. 
 
Oral communication strategies in Western and Eastern educational contexts 
 
In education, the term strategy means “a plan, step or conscious action toward achievement of an 
objective” (Oxford, 1990, p. 8). In this context, strategies are the techniques, learning skills and 
procedures that “facilitate a learning task” (Chamot, 2005, p. 112). In the field of second language 
or foreign language acquisition, oral communication strategies relate to the outputs of the learning 
process by which learners interpret and produce language and convey messages to others (Brown, 
2007b; Hsieh, 2014).  
 
Selinker’s (1972) review found that access to oral communication strategies was an important 
factor in foreign language acquisition in the 1970s. As a result, research on oral communication 
strategies burgeoned and attracted the attention of a great number of educational researchers and 
scholars (Bialystok, 1983; Færch & Kasper, 1983, 1984; Rubin, 1981; Tarone, 1984; Varadi, 1980; 
Willems, 1987).  
 
Faucette (2001) noted that oral communication strategies act as an excellent means by which 
learners can maintain their conversation while leading to the opportunity to achieve more language 
output and improve language ability. In other words, by using oral communication strategies, 
language learners are able to keep a conversation open while developing their language competence 
(Maleki, 2007). Generally speaking, oral communication strategies play a significant role in 
allowing second or foreign language learners to negotiate meanings or transfer intended 
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communication messages with other interlocutors in different educational and social contexts. Bao 
(2013) stated that language learners will find it easier to improve their language speaking and 
listening skills when they are helped to be “aware of the use of oral communication strategies” (p. 
414).  
 
One of the significant features of Western education is the focus on the oral communication 
competence of learners. For example, Western tertiary students are required to engage in academic 
activities through participating orally in a range of interactive activities in classrooms, such as 
group discussions and oral presentations (Brown, 2007a; Emanuel, 2011; McLean & Ransom, 
2005). In contrast, in Asian education systems, the oral communication skills of learners are not 
valued by educators and curriculum designers. Instead, Asian students are expected to sit quietly 
and take notes during lectures. These differences stem from the cultural and educational 
backgrounds of Asian nations, as well as the large class sizes and rigorous exam-oriented 
assessment compared with Western education systems (Yin, 2008). Therefore, a lack of oral 
communication competence may be one of the disadvantages that Asian students have when they 
undertake Western education programs.  
 
In an era of globalisation and the internationalisation of education, the tendency of Eastern learners 
to undertake Western TNE programs is a rapidly growing phenomenon (Duong, 2009; Milana, 
2012; Tran et al., 2014). However, how these Eastern students experience and adapt to Western 
educational teaching and learning methods has not yet been extensively studied (Alback & Knight, 
2007; Ly, 2013). In particular, there is little research on the oral communicative competence of 
learners, and the factors that may influence their learning strategies. Because oral language 
competence is a significant feature of Western education, this lack of research is a concern. 
 
1.2. Study context 
 
Teaching and learning English in Vietnam 
 
In the early 1990s, English was a mandated subject in Vietnamese schools, colleges and 
universities, after the Vietnamese government recognised that: 
 English has become an international language and that it is the language for business, commerce, 
 computer science and efficient use of the Internet, which is indispensable in the modern world.  
 (Nguyen, 2004, p. 447) 
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In Vietnam, English language teaching has undergone many changes as a result of significant social 
and economic development (Pham, 2014). Traditionally, grammar-based teaching methods were 
common in the EFL contextin Vietnam. In the mid-2000s, in a response to the move towards 
innovation and modernisation of educational systems in Asian countries, the Vietnamese 
government and the Ministry of Education and Training encouraged the implementation of 
communication-focused teaching and learning methods to replace the traditional grammar-focused 
teaching methods in the English language curriculum in higher education institutions.   
 
The implementation of communication-focused methods in language teaching and learning in 
Vietnam raised three issues. Firstly, there are very few opportunities for learners of English to 
interact with foreigners or native speakers of English in Vietnam’s society. Secondly, not all 
language teachers have sufficient English language competence to effectively employ this 
communication-focused approach. For instance, teachers in urban or language-major educational 
institutions are proficient in combining a number of language skills in classroom activities, while 
teachers in the rural and non-English-major educational institutions either do not have much 
experience or are not given supportive facilities (e.g., multimedia and internet access) to integrate 
these skills into their English teaching curriculum (Pham, 2014). Finally, the traditional paper-based 
method of assessing English language proficiency actively discourages a communication-focused 
approach to English learning in Vietnam. For instance, the annual national language entrance tests 
for universities and the graduation tests only include grammar, writing and reading of English. 
There is no assessment of communicative competence. As a result, English teaching and learning in 
Vietnamese schools and universities focuses more on English grammar, writing and reading skills 
to prepare learners for these tests (Le, 2011; Pham, 2014).  
 
According to Tran et al. (2014), Vietnam has taken a more practical approach to the 
internationalisation of education and has expanded the scope of its internationalisation strategies 
over the past 20 years. The primary aim of internalisation in Vietnam is to “enhance quality, keep 
pace with regional and international developments and open up further opportunities for human 
capacity building for the nation” (Tran et al., 2014, p. 127).  
 
According to the World Trade Organization, of the five sub-sectors of educational services (primary 
education, secondary education, higher education, adult education and other education), the higher 
education sector is the most internationally traded. The internationalisation of higher education has 
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become more and more popular and can be undertaken in two ways in any worldwide academic 
educational institutions (OECD, 2004). The first approach to the internationalisation of education is 
called internationalisation at home because it is purely domestic and refers to the “international and 
intercultural dimensions of curriculum, teaching and researching” to help local students develop 
international and intercultural skills without ever leaving their country (OECD, 2004, p. 19). The 
second approach to the internationalisation of education is TNE and refers to situations where the 
teachers, students, programs, institution/providers of course materials cross national jurisdictional 
borders” (OECD, 2004, p. 21).  
 
After becoming a member of the World Trade Organization in 2007, the Vietnamese government 
and Ministry of Education and Training paid more attention to internationalisation of higher 
education in Vietnam. Specifically, in the national policy, the internationalisation of higher 
education is closely related to the “promotion of academic mobility, international cooperation and 
integration” (Thu Tuong Chinh Phu [Prime Minister], 2012 as cited in Tran et al., 2014, p. 128). 
The implementation of this section of the policy can be seen in the TNE programs in Vietnamese 
educational institutions, which have involved internationalising curriculum, increasing international 
cooperation and TNE activities. 
 
TNE programs in Vietnam 
 
TNE programs are becoming increasingly popular in Asian nations because they bring benefits for 
all educational stakeholders, including local students, educational providers, and internal and 
external governments (Cunningham et al., 2000; OECD, 2004).  
 
Learners are the major beneficiaries of TNE programs. Socially, most Asian learners, and even their 
families, believe that Western educational systems and qualifications provide more opportunities to 
meet the demands of global labour, business and knowledge in the economic globalisation era. In 
almost all Asian countries, international qualifications give graduates a “passport to the 
international professional employment market or business” (Chiang, 2012, p. 182). Overseas 
qualifications can also provide graduates with more opportunities for immigration and international 
employment. Financially, students of TNE programs can save the travelling and accommodation 
expenses needed for studying abroad. Psychologically, students of TNE programs do not suffer 
from cultural or social conflicts arising from living and studying overseas. Overall, students who 
choose to enrol in TNE programs in their home countries can benefit by obtaining foreign degrees  
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at a much lower cost than pursuing study abroad. The students are also able to maintain their family 
relationships and current lives while enrolled in an international program (Chiang, 2012; Huang, 
2007). 
 
Education providers, both exporters and importers, can benefit from TNE programs. TNE program 
exporters increase their educational profits from potential sources abroad, either by selling their 
programs and courses internationally (e.g., online education and distance learning) or by building 
off-shore campuses at cheaper rates than onshore campuses. In contrast, TNE program importers 
can improve the quality of the domestic educational system by collaborating with educational 
institutions worldwide (Altbach & Knight, 2007; OECD, 2004). TNE programs can also fill the 
gaps of insufficient internal educational capacity that many domestic educational institutions 
encounter (Cunningham et al., 2000). 
 
The governments of countries with both TNEprogram exporters and importers can benefit from the 
globalisation trend. Governments can easily increase their understanding of education and cultural 
issues while developing their economies. For example, from an economical perspective, the 
enrolment of foreign students can represent an invisible export because of the associated income 
flow where all expenditure by these international students is regarded as “export revenues from the 
students’ home countries to the receiving countries” (Larsen, Martin, & Morris, 2002 as cited in 
OECD, 2004, p.31). At the same time, by keeping their own students studying in their home 
country, governments are able to save significant amounts of foreign exchange and eliminate the 
loss of skilled professional staff (i.e., the brain drain) that results from students who study overseas 
not returning to their home countries after completing their studies (Chiang, 2012). 
 
In 2012, Vietnam had 112 TNE programs in local Vietnamese higher education institutions, 
although this number is relatively low compared with those in its immediate neighbours such as 
China, Singapore and Malaysia (Altbach & Knight, 2007). The number of TNE programs in 
Vietnam is increasing as a result of changes to regulations concerning TNE programs enacted by 
the Vietnamese government in 2005. These regulations state clearly that the government will 
“create favourite structure and conditions for investors, prestigious undergraduate educational 
institutions in the world to establish international universities in Vietnam or cooperate with 
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Vietnamese universities” (Resolution No.14/2005/NQ-CP, November, 2005). This resolution 
opened the door to numerous opportunities for modernising higher education, including the 
incorporation of foreign educational providers (Duong, 2009). 
 
In 2006, the Vietnam's Ministry of Education and Trainingofficially launched the TNE Advanced 
Programs (TNE APs) as an important part of the nation-wide educational project National Foreign 
Language 2020 (MOET, 2008). The purposes of these TNE APs were to: 
 develop advanced curricula in several disciplines at selected Vietnamese universities to 
ensure that these universities would reach world standards and international rankings, 
bringing a number of Vietnamese universities to the world’s top 200 by 2020. 
 completely replace the traditional teaching and learning methods in Vietnam, where rote 
learning and memorisation during written exams are valued. 
 encourage a student-centred approach in education, where teachers are expected to act as 
guides or facilitators of educational activities in classes (MOET, 2008).  
 
The implementation of these TNE APs marked a significant development in Vietnam’s education 
system generally, and higher education in particular. Vietnamese learners now have more access to 
international higher education instead of the previous limited local higher education in Vietnam. 
The uniqueness of international programs of study in the local educational context helps to reduce 
the brain drain where the younger generation seek opportunities overseas. The collaborations 
provide “greater choice in higher quality education options” for Vietnamese students and “equip 
graduates to compete in the global marketplace” (Nguyen & Shillabeer, 2013, p. 640).  
 
According to Ministry of Education and Training policy, admission to a TNE AP is based on a 
combination of the students’ scores in the university entrance exams and their English proficiency. 
A student’s English proficiency is measured using an internal English test of reading, writing, 
speaking and listening unless the student already has a Test of English as a Foreign Language 
(TOEFL) score of at least 450 or an International English Language Testing System (IELTS) score 
of 4.5 or more. The teaching staff in these TNE AP programs includes both lecturers from Western 
countries and Vietnamese Western-qualified lecturers. During their four years enrolled in TNE APs, 
Vietnamese learners are required to undertake a Western curriculum in a Vietnamese educational 
institution for the first two years. For the remaining two years, the Vietnamese learners choose to 
either continue this curriculum at an overseas Western educational partner for a Western 
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qualification or attend a local Vietnamese program for a Vietnamese qualification and an English 
competence certificate granted by the Western educational partner. 
 
Since 2006, there has been a growth in the number of academic majors in the TNE APs in Vietnam. 
In the 2006–2007 academic year, the Ministry of Education and Training approved 10 TNE APs in 
disciplines such as natural sciences, technology and business to be implemented in nine local 
Vietnamese universities based on “standard and international uniformity of the disciplines” (Duong, 
2009). In the 2008–2009 academic year, the Ministry of Education and Training expanded the TNE 
APs to include an additional 14 disciplines (including electronic engineering, biomedical 
technology and construction) in 13 Vietnamese educational institutions. By 2016, there were 37 
TNE APs in Vietnam (Nguyen, 2016). 
 
There are three concerns relating to the implementation of the TNE APs in Vietnam. The first 
concern is the students’ low level of English proficiency because the programs are delivered in 
English. English is the medium of instruction and assessment (MOET, 2008) as the Western-
designed curriculum, teaching materials, teaching staff and management models have been fully 
imported from foreign partners (Tran et al., 2014). The students’ low level of English proficiency is 
understandable because English has traditionally been regarded as a foreign language in both 
academic and social contexts in Vietnam. The language barrier is one of the greatest challenges for 
Vietnamese learners in TNE APs, and although the TNE APs provide an intensive English course 
for the first year, different experience in English teaching and learning methods in the two 
educational systems (i.e., the Eastern grammar-focused methods and the Western communication-
focused methods) cannot be overcome in such a short time.  
 
Another concern is the tuition fees of the TNE APs. According to Ministry of Education and 
Training policy, these TNE APs were implemented in two phases – the first phase from 2006 to 
2008 and the second phase from 2009 to 2015 – with differing levels of financial support from 
Vietnam’s government and the Ministry of Education and Training. In the first phase of TNE AP 
implementation, Vietnam’s government fully funded Vietnam’s local educational institutions to 
invite Western academics to Vietnam, to send Vietnamese teachers overseas to undertake short 
courses of Western teaching methods and to provide modern facilities. Therefore, the first 
Vietnamese students admitted to the TNE APs paid tuition fees at a similar rate to students 
undertaking regular Vietnamese programs. However, in the second phase of TNE AP 
implementation, government assistance decreased (MOET, 2008). This meant that after 2008, 
 --------------------------------------------------- 
11 
 
Vietnamese educational institutions running TNE APs had to “impose higher tuition fees for 
students of these TNE APs than regular Vietnamese students” (Duong, 2009, p. 85). For instance, 
by 2008, the annual tuition fee for TNE AP students was US$500 at the National Economics 
University, US$880 at the Foreign Trade University and US$350 at the Hanoi Agriculture 
University, while the average annual tuition fee was US$120 for studentsenrolling in local 
Vietnamese programs (MOET, 2008). These tuition fees may increase if the economy is not 
thriving (Duong, 2009). The decrease in financial support from the government since 2008 has 
meant less participation by Western academics and more involvement of Vietnamese teachers who 
have completed short courses in Western teaching methods. 
 
The third concern is the differences in the pedagogical approach. The TNE APs are underpinned by 
Western practices, which require both teachers and students to be familiar and comfortable with 
both Asian and Western approaches to teaching, learning and assessment (Nguyen & Vu, 2011). 
 
In general, Vietnam’s government and the Ministry of Education and Training have taken 
significant steps towards the internationalisation of higher education by establishing successful 
international cooperation with world leading educational institutions and by developing English-
language TNE APs in Vietnam. However, it appears that the implementation of the TNE APs has 
faced a number of challenges related to the English language, the quality and sustainability of the 
programs.  
 
1.3. Research problems 
 
English is the primary means of instruction and assessment in the TNE APs in Vietnam. TNE AP 
students are expected to follow Western teaching and learning methods, in which English oral 
communication is highly recommended in class activities (Le, 2006). However, developing English 
oral communication competence is a significant concern for these students who are more familiar 
with grammar-focused teaching methods of English language in the EFL classes (Duong, 2009; Ha-
Anh, 2013).  
 
As a lecturer of English and a language educator in aTNE AP in Vietnam from 2009 to 2012, I was 
aware that a large number of Vietnamese students identified English oral communicative 
competence as one of the biggest challenges in their TNE APs. I saw that, to solve their own 
problems in English oral communication, many TNE AP studentswere using a range of EOCS in 
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different academic and social contexts, while others chose not to use any of these strategies. The 
variation in strategy usage appeared to be related to learner factors (e.g., educational background, 
English language proficiency, gender and motivation to undertake the TNE AP). I was interested in 
investigating the language learning strategies that these TNE AP students were using so that I could 
make any necessary adjustments to my language teaching and learning methods, and to encourage 
and facilitate students’ strategy use more generally. I was also interested in the degree to which the 
different learner factors influenced strategy use. Most importantly, I felt that evidence of successful 
strategy use would provide models for unsuccessful students to learn and improve their own EOCS.  
 
There have been many studies focusing on the EOCS of Vietnamese learners in TNE programs in 
other countries, that is, in the English as a second language (ESL) educational contexts (e.g., Bui, 
2009; Dang, 1994; Thinh, 1999; Tran, 1988). Several studies have investigated the influences of 
learner factors (e.g., gender, cultural background, educational background and English proficiency) 
on EOCS use in TNE APs in ESL educational contexts (e.g. Ly, 2013; Phan, 2001; Tran, 2015) or 
in Asian nations other than Vietnam (e.g., Cheng, 2007; Hsieh, 2014; Köseoğlu, 2013; Nakatani, 
2006; Paribakht, 1985; Rushita & Sarjit, 2012; Zhao & Intaraprasert, 2013). Few studies have 
focused on EOCS and factors that influence the use of EOCS by Vietnamese learners of English in 
TNE APs in Vietnam’s EFL context. Compared with the ESL contexts, in the EFL contexts, 
learners only use English to communicate in a few academic situations and have limited 
opportunities to communicate with native speakers of English in their social lives. In contrast, in the 
ESL contexts, English is the only means that learners use in academic and social life to interact with 
other people, who are mostly native speakers of English.  
 
A number of studies have focused on teachers’ and local university leaders’ perspectives of the 
implementation of TNE APs in Vietnam (e.g., Duong, 2009; Le, 2006; Ly, 2013; Nguyen & 
Shillabeer, 2013). However, there is a paucity of studies focusing on Vietnamese students’ 
perspectives of their own study problems. This is probably because learner autonomy and learner-
centred teaching and learning methods are not valued highly in Vietnam’s education system 
(Nguyen, Tangen, & Beutel, 2014). Instead, teacher-centred teaching and learning methods are still 
predominant in Vietnam where teachers and educators are expected to provide students with the 
necessary instruction and knowledge to be successful in their study. Another possible reason for 
this lack of research may be that Ministry of Education and Training policy requires admission to 
TNE APs to be based on students’ scores in the university entrance exams. Therefore, it is assumed 
that students in these TNE APs are high-achieving learners who know how to achieve their best 
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regardless of the type of language learning strategies they are using. Consequently, there has been a 
lack of research on investigating perspectives of students who were undertaking in these TNE APs, 
and their use of EOCS in their academic and social contexts.  
 
More research needs to be undertaken to understand the perspectives of students in TNE APs in 
Vietnam. The first reason is that the TNE APs are imported from Western countries, in which 
student-centred teaching and learning approaches and learner autonomy are highly valued by 
educators and program developers. The second reason is that Vietnamese TNE AP students are 
assumed to have high levels of English proficiency, but there is no evidence of whether or not the 
students are using effective EOCS. The third reason is that because learners are important 
stakeholders of the TNE APs, an understanding of their strategy usage, and the factors influencing 
this usage, will help educators and policy makers to implement the programs successfully. Further 
research into language strategy usage by EFL students, such as in the current project, will add to 
our understanding of the use of EOCS by students enrolled in TNE APs in Vietnam.  
 
1.4. Significance of the study 
 
Publication of the EOCS identified in this study will inform TNE AP students in selecting strategies 
to improve their English oral communication skills that are appropriate to their English proficiency 
and educational and cultural backgrounds. This study will have the potential to benefit students 
enrolled in TNE APs in Vietnamese institutions.  
 
An understanding of the students’ perspectives, on both the benefits and difficulties of studying in 
the TNE APs, will be available for educators and administrative staff whoare working in these TNE 
APs in Vietnamese educational institutions. This valuable information can be considered before 
deciding to implement any changes in Vietnamese educational systems or to include more student-
centred approaches to teaching and learning methodology in Vietnam.  
 
According to Cheng (2007), EFL or ESL learners, especially those from Asian backgrounds, are 
likely to experience challenges in learning skills relating to language oral communication or in 
attempting to master English. Educators who seek to engage Asian students in strategies that help 
promote improved oracy will therefore benefit from teaching methods and pedagogical strategies 
that enhance Asian students’ basic comprehension of English and promote improved oracy. 
Additionally, it would be extremely beneficial if Western educators in TNE programs could draw 
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upon teaching strategies that have proven effective in delivering improved English skills to learners 
with Asian cultural backgrounds. This study also plays an important role in providing the students’ 
perspective of Vietnam’s transition into internationalised education. 
 
This study contributes to the research on EOCS used by learners of TNE programs in EFL social 
and educational context in less studied countries such as Vietnam. The results of this study, when 
combined with those of other studies in different educational and social contexts, will lead to a 
better understanding of the EOCS of language learners worldwide.  
 
1.5. Research questions 
 
This research aims to explore the EOCS that Vietnamese undergraduate students use in their TNE 
APs in Vietnam. It aims to identify the strategies that support development of students’ oral 
communication skills, and those that allow students to cope with the challenges of using spoken 
English. It also aims to explore the factors that influence students’ use of these strategies. These 
aims led to the following research questions: 
 
Research question 1:  
(a)  What strategies do Vietnamese students in the TNE APs use to cope with the problems 
they encounter in English oral communication?  
(b)  What influences the choice and use of these Coping-EOCS? 
 
Research question 2:  
(a)  What strategies do Vietnamese students in the TNE APs use to develop their English oral 
communicative competence?  
(b)  What influences the choice and use of these Developing-EOCS? 
 
To address these research questions, the current study used amixed methods design that consisted of 
a quantitative survey and qualitative interviews. The combination of both quantitative and 
qualitative data enabled the researcher to create a robust dataset by using the strengths of two 
research methods and minimising the possible weakness of a single method (Creswell, 2009).  
 --------------------------------------------------- 
15 
 
1.6. Definitions of key terms 
 
In this section, several key terms that are widely used and recognised in the literature of second or 
foreign language learning and strategies and are mentioned frequently in this study will be clarified.  
 
EOCS and OCS 
In the current research, two abbreviations, EOCS and OCS are used repeatedly and need to be 
clarified. The former stands for the English oral communication strategies that learners use in their 
oral communication in English. The latter refers to the oral communication strategies that language 
learners use in their oral communication in a language other than their first language. This 
language, which is often referred to as the target language, may be French, German, Chinese or 
English. In this sense, EOCS can be considered as one type of OCS in which learners use English 
language to converse with others. 
 
TNE programs 
 
The term TNE is used to describe the movement of students, institutions, programs and educators 
across national borders (Hussain, 2007; Ziguras & Pham, 2014). TNE programs refer to any type of 
higher education programs and services in which the learners are located in a country other than the 
one where the awarding institution is based (Sutrisno & Pillay, 2013). TNE programs are 
commonly known as the “mobility of educational programs … via educational partnerships with 
joint courses and joint curricula” (Nguyen & Shillabeer, 2013, p. 642).  
 
TNE APs 
 
In Vietnam, these TNE programs are given a special name, the TNE APs (Chương trình tiên tiến in 
Vietnamese), by the Ministry of Education and Training (MOET, 2008), implying that these are the 
best quality programs that are controlled and governed by the Vietnam’s Ministry of Education and 
Training. These government-controlled programs are different to other cooperative programs 
between two educational institutions (Ly, 2013).  
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ESL and EFL 
 
ESL refers to English as a second language and EFL refers to English as a foreign language. In an 
ESL setting, English is the primary language of communication in a learner’s social context. In 
contrast, in an EFL setting, English is not the main language of communication in a learner’s social 
context, but instead is a foreign language learnt within that context (Rui-Ma, 2011).  In the current 
thesis, these terms will be mentioned repetitively to refer to ESL or EFL contexts and ESL or EFL 
learners.  
 
First language 
 
A first language is the primary language that learners use in their communication other than the 
second or foreign language. For example, in the present study, the first language of the research 
participants is Vietnamese.  
 
1.7. Overall structure of the thesis 
 
This thesis is structured into six chapters. Chapter 1 introduces the researcher’s rationale for 
choosing the area of study, the background and context of the study, followed by research 
problems, significance and purposes of the study. To facilitate comprehension of the research, 
Chapter 1 includes definitions of several key terms and an overview of the structure of the thesis.   
 
Chapter 2 critically reviews the literature related to OCS and EOCS used by language learners in a 
range of educational contexts, and the factors that influence the use of these strategies. Different 
classifications and taxonomies of OCS and EOCS are reviewed in relation to learner factors. The 
chapter finishes with a discussion of the theoretical lenses that underpin this study:  Freeman and 
Freeman’s (2001) second language acquisition theory, Norton's (1995) and Vygotsky's (1978) 
social-cultural theories and Bandura’s (1986) social cognitive theory. Within the social 
constructivism paradigm, these theories will be used to interpret and discuss the research findings in 
relation to the learner factors that influence EOCS usage by research participants in their academic 
and social practices.  
 
Chapter 3 describes the research design including paradigm, theoretical perspective and research 
methodology, followed by the research sites of the current study. The two phases of this mixed 
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methods design are presented in two separate sections of the chapter, each includes justification of 
the research method, data collection, participants and data analysis procedures. The ethical 
considerations are presented in the last section of the chapter.  
 
Chapter 4 presents the results from both the quantitative and the qualitative data analysis. The 
findings of the two phases are presented in two sections, each of which clarifies the backgrounds of 
the participants and the primary findings of each phase.    
 
Chapter 5 provides an in-depth discussion of the research findings to answer the two primary 
research questions. The discussion integrates the quantitative and qualitative findings of the current 
research in light of findings of other studies mentioned in the literature review. The theoretical 
lenses, which are presented in Chapter 2, are used to interpret the research results. The key findings 
of the current research are summarised in the last section of the chapter.  
 
Chapter 6 presents a conclusion to the whole study. It starts with the significant research 
contributions of the study, followed by a discussion of the implications of the research results, 
including both pedagogical and methodological implications. The chapter also discusses the 
limitations of the current study before suggesting recommendations for further research.  
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Chapter 2: Literature review 
_______________________________________________ 
 
2.1. Introduction 
 
The objectives of the current research are to discover the types of English Oral Communication 
Strategies (EOCS) used by Vietnamese students undertaking Transnational Education Advanced 
Programs (TNE APs) in Vietnam and to understand the learner factors that influence the choice and 
use of these strategies (e.g., motivational orientation, English proficiency level, cultural 
background, teaching and learning methods, gender and academic major).  
 
This chapter reviews the literature on topics relating to Oral Communication Strategies (OCS) and 
the factors affecting the choice and use of these strategies by language learners in different 
educational contexts. The chapter begins with an explanation of OCS that includes definitions and 
classifications of OCS in different educational contexts (Section 2.2). Then, there is a review of 
studies of the factors that influence the choice and use of OCS by language learners in both their 
academic and social lives (Section 2.3). The chapter concludes with a discussion of the relevant 
theoretical lenses for the research (Section 2.4) and a summary of the whole chapter (Section 2.5). 
 
2.2. Definitions and classifications of OCS 
 
This section reviews the literature on the OCS used by language learners in general and the EOCS 
used by learners of English language. Definitions and taxonomies of OCS recognised by previous 
researchers are described. 
 
2.2.1. Definitions of OCS 
 
The concept of OCS was first raised by Selinker (1972) in his conference presentation on the 
psycholinguistic process relating to inter-language performance. Selinker defined inter-language as 
a language system used by second language learners that is different from both the learner’s first 
language and target language. Therefore, inter-language should be considered different to the target 
language rather than a defective change of the target language (Le, 2006). Selinker stated that OCS 
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dictate to language learners who “know enough of the target language in order to communicate” 
(Selinker, 1972, p.217).  
 
During the same period, Savignon (1983) also discussed the notion of OCS. She was the first 
person to address OCS as coping strategies and emphasised the significance of OCS use in second 
language learning and assessing processes.  
 
Tarone, Cohen, and Dumas (1976) were pioneers in describing OCS as language learners’ problem-
solving behaviour in learning a second or foreign language. The researchers found that learners 
tended to use OCS to compensate for their lack of appropriate target language knowledge. Tarone 
(1980) identified OCS as the “mutual attempts of two interlocutors to agree on a meaning in a 
situation where the requisite meaning structures do not seem to be shared” (p.65).  
 
In the early 1980s, the role of OCS became more important in research on second language or 
foreign language learning after the significant contribution of two publications. The first publication 
was a conference paper by Canale and Swain (1980) that identified OCS as the primary components 
of strategic competence. The second publication was Færch and Kasper’s (1983) book titled 
Strategies in inter-language communication that included a summary of previous studies on OCS. 
This collection of definitions and theoretical frameworks on OCS became a significant foundation 
for research on OCS.  
 
After these two publications, there was increased interest in research focusing on OCS. Many 
researchers and scholars focused on the definitions, classifications and taxonomies of OCS 
(Bialystok, 1983; Færch & Kasper, 1983, 1984; Tarone, 1984; Willems, 1987; Rubin, 1981; Varadi, 
1980). The different approaches to the definition of OCS are presented in the following sections.  
 
Since Selinker’s (1972) identification of the concept of OCS, there have been several theoretical 
frameworks and definitions of OCS from different perspectives. These definitions of OCS have, to 
some extent, resulted in different classifications and taxonomies of OCS. The literature reviewed 
found that research studies on OCS were based on two perspectives – the interactional and 
psycholinguistic, which were introduced by Tarone (1977, 1984) and Færch and Kasper (1983, 
1984), respectively.   
 
The interactional perspective focused on how language learners use OCS to negotiate meaning and 
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interact effectively with others. Initially, in her early research, Tarone (1977) recognised OCS as 
verbal or non-verbal means used by speakers to transfer their meaning when they faced gaps in their 
inter-language repertoire. She argued that OCS are often used by “an individual to overcome the 
crisis which occurs when language structures are inadequate to convey the individual’s thought” 
(Tarone, 1977, p.195). However, Tarone (1984) was not satisfied with this definition because she 
explained that it was difficult to find out whether production of OCS occurs at a conscious or 
unconscious level. Tarone (1984) redefined OCS as joint attempts made by two interlocutors to 
negotiate an agreed meaning and to shorten the gaps emerging from their different linguistic 
knowledge in real-life communication where “their meaning structures do not seem to be shared” 
(p.65). Tarone’s (1984) new definition introduced an interactional perspective to OCS where 
learners of English as second language from different language backgrounds (e.g., Spanish and 
Mandarin) used OCS to exchange information in English to ensure that both “interactants are 
talking about the same thing” (Tarone, 1984, p. 64). In short, from the interactional perspective, 
OCS include both problem-solving strategies to compensate for communication disruption, but also 
strategies to boost the transferred message or to help the oral communication more effectively.  
 
The psycholinguistic perspective focuses on the mental process and behaviour of language learners 
to solve their oral communication problems like linguistic knowledge gaps (Færch & Kasper, 
1983). From the psycholinguistic perspective, Færch and Kasper (1983) defined OCS as a 
“potentially conscious plan for solving what an individual presents itself as a problem in reaching a 
particular communication goal” (p.81). In this definition, OCS were seen as verbal plans in a speech 
production frame that applies a principle model behind goal-oriented intellectual behaviour. 
According to Leon’tev (1975), intellectual behaviour included both psychic and behavioural actions 
involving cognitive processes. The principle model had two sequential stages: a planning stage and 
an execution stage. The planning stage consisted of the goal, planning process and plan, while the 
execution stage was composed of the plan, execution process and action (Færch & Kasper, 1983, 
p.23). Færch and Kasper (1984) proposed that the plan developed in the planning stage will be 
executed and lead to the achievement of the goal in the execution stage. In this sense, the goals can 
be understood as communicative goals. Therefore, in the planning stage, a language learner actually 
“selects rules and items that he/she thinks the most appropriate to establish a plan, the execution of 
which will lead to verbal behaviour which is expected to satisfy the original goal” (Færch & 
Kasper, 1984, p.25). In the execution stage, physiological processes including the articulation of 
speech organs, using gestures and writing often took place. In general, the researchers following 
psycholinguistic perspective have shortened the definition of OCS as problem-solving strategies 
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(e.g. Bialystok, 1990; Dörnyei, 1995; Dörnyei & Scott, 1997; Færch & Kasper, 1984; Willems, 
1987) or as “lexical-compensation strategies” (Nakatani & Goh, 2007, p. 208).  
 
However, a number of researchers and scholars have expanded the definitions of OCS after they 
found “little agreement about what OCS really are” (Nakatani & Goh, 2007, p. 208). For example, 
Vandergrift (1997) recommended an inclusion of both verbal and non-verbal strategies to the OCS 
categories, while Dörnyei (1995) suggested an addition of gap-fillers strategies that enabled 
language learners “gain time to think and keep the conversation channel open” (p.178). More 
importantly, Nakatani and Goh (2007) adopted a definition of OCS by combining both the 
interactional and psycholinguistic perspectives, “OCS are strategies that language learners use to 
help them interact with others orally and also help them overcome gaps of linguistic knowledge 
during the interaction” (p. 320).   
 
Under the psycholinguistic perspective, Færch and Kasper (1984) proposed two important criteria 
to distinguish OCS from other verbal plans: problem-orientedness and potential consciousness. 
These two criteria are frequently mentioned in the literature on definitions of OCS (Bialystok, 
1990; Dörnyei & Scott, 1997; Færch & Kasper, 1984; Hsieh, 2014; Macaro, 2006; Nakatani, 2010; 
Rababah, 2001).   
 
Regarding the problem-orientedness criterion, Færch and Kasper (1984) claimed that in the context 
of second language learning and teaching, language learners found it hard to achieve their 
communication goals using their existing target language resources. There are two possible reasons 
for this. First, language learners often do not remember a specific linguistic item or rule, or the item 
or rule may be inaccessible to them due to psychological anxiety or tiredness. Second, even when 
the linguistic means are available for use, the interlocutors may fail to use them due to their limited 
receptive proficiency and competence. Overall, language users are always faced with a 
communication problem that can only be solved by implementation of a strategic plan (Færch & 
Kasper, 1984). 
 
The potential consciousness criterion was regarded as another significant characteristic in the 
definition of OCS by Bialystok (1990), Færch and Kasper (1984) and Varadi (1980). Following 
Færch and Kasper’s model, these strategies were commonly known as conscious plans. However, 
Researchers argued that there were problems with the definition of OCS as conscious plans. First, 
because consciousness is seen as “a matter of degree rather than an on-and-off matter” (Tarone, 
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1984, p.63), it is hard to consider consciousness as a complete plan. In practice, only parts of the 
plan are consciously chosen. The second problem relates to the changeable state of consciousness 
plans, in particular the types of plans used by different learners (Færch & Kasper, 1984). For 
instance, some individuals can control internal mental operations on their own, while others cannot. 
Furthermore, automation may occur in the process of developing consciousness. That is, learners 
may automate plans used consciously in a particular stage. Therefore, consciousness is not regarded 
as a “permanent psychological state” (Færch & Kasper, 1984, p. 47). Instead, the presence of 
consciousness depends on individual and situational variables as well as on the linguistic material 
and the psychological procedures involved (Færch & Kasper, 1984).   
 
The problem-orientedness and potential consciousness criteria suggested by Færch and Kasper 
(1984) have attracted a great deal of attention from other researchers. Based on these criteria, two 
forms of OCS have been introduced by researchers: problem-solving oral communication strategies 
and oral communication-developing strategies.  
 
The notion of ‘a problem’ in OCS definitions has received attention from a number of researchers 
(Bialystok, 1990; Dörnyei, 1995; Dörnyei & Scott, 1997; Færch & Kasper, 1984; Tarone, 1977; 
Willems, 1987). Bialystok (1990) defined OCS as language devices used only when “a speaker 
perceives a problem that may cause communication breakdown” (p.3). This notion of a problem 
becomes more transparent in the definition suggested by Dörnyei and Scott (1997), in which OCS 
were considered to be language tools used by learners to solve communication problems resulting 
from inter-language deficiencies. Earlier researchers supported the problem-orientedness criterion 
of OCS by concluding that the main purpose of OCS is to deal with communication problems 
occurring in interactional processes (Bialystok, 1990; Dörnyei, 1995; Nakatani, 2006, 2010; 
Savignon, 1983; Tarone, 1984; Yuan, 2012). In many studies, OCS were regarded as any attempts 
made by language learners to overcome their difficulties and generate the target language to achieve 
communicative goals in actual interaction. For instance, when language learners face difficulties in 
their interactions with peers, they can use OCS to support comprehension and thus have the 
opportunity to facilitate their own language acquisition (Nakatani, 2010). The literature reviewed on 
problem-oriented OCS is consistent with Savignon’s (1983) description of these strategies as 
coping strategies and Nakataki’s (2006) view of these as problem-solving strategies. For these 
reasons, the term Coping-OCS will be used from now on to refer to problem-oriented OCS. 
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Some researchers (Canale, 1983; Cheng, 2007; Long, 1983) have used the second criterion of 
consciousness to define OCS as communication-developing tools used by communicators to 
“enhance the effectiveness of communication” (Canale, 1983, p.11). This definition is closely 
related to awareness of the communicators in improving their communication skills to avoid “future 
failure in real life communication” (Long, 1983, p.133). Similarly, Cheng (2007) defined OCS as 
the communicational tools that target language learners use to develop or improve their oral 
communication skills.  
 
In summary, researchers have supported Bialystok’s (1990) argument considering OCS as “an 
undeniable event of language use, their existence is a reliably documented aspect of 
communication, and their role in second language communication seems particularly salient” 
(p.116). The literature reviewed here has shown that research on OCS has been divided by different 
theoretical perspectives: Færch and Kasper (1984) used the psycholinguistic perspective and 
regarded OCS as verbal plans of a speech production process, while Tarone (1984) used the 
interactional perspective and considered OCS as meaning negotiation of two interlocutors. Nakatani 
and Goh (2007) combined both interactional and psychological perspective and defined OCS as 
communication tools to help interlocutors interact effectively and overcome linguistic knowledge 
deficiencies. Nakatani and Goh’s (2007) definition of OCS will be considered and referred to by the 
current researcher.  
 
In the current research, EOCS are defined as the tools that learners of English use to overcome their 
English oral communication problems and to develop their English oral communicative 
competence in academic and social practices. From this definition, two forms of OCS were 
introduced by the above researchers: (1) Coping-OCS are the Coping-strategies or problem-solving 
strategies (Bialystok, 1990; Dörnyei & Scott, 1997; Færch & Kasper, 1984; Tarone, 1984) and (2) 
Developing-OCS are the as developing-strategies or oral communication-developing strategies 
(Canale, 1983; Cheng, 2007; Long, 1983). The following section presents classifications and 
taxonomies of OCS for these two types of OCS.   
 
2.2.2. Classifications of OCS 
 
Two forms of OCS – Coping-OCS and Developing-OCS- were identified from the review of OCS 
research. This section presents an overview of the different classifications or taxonomies of each 
form of OCS.  
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Classifications of OCS as coping strategies 
 
Many researchers have studied OCS as coping strategies and the taxonomies of Coping-OCS. The 
literature review identified twelve different taxonomies of Coping-OCS that were established by 
Bialystok (1983), Dang (1994), Dörnyei (1995), Færch and Kasper (1983), Nakatani (2006), 
Rababah (2001), Rubin (1981), Oxford (1990), Tarone (1984), Thinh (1999), Varadi (1980), and 
Willems (1987). Table 2.1 summarises the Coping-OCS identified by these researchers with 
descriptions and examples of the strategies. Some strategies are identical in description and 
examples, but are named differently by different researchers. These identical strategies are placed 
together in the table with the most popular name first, followed by the less popular name. Table 2.2 
presents a summary of the 12 taxonomies of Coping-OCS.  
 
Tarone’s (1977) taxonomy was one of the earliest classifications of OCS and was based on the 
interactional approach. Tarone’s OCS taxonomy was developed from an empirical study of the 
OCS used by second-language learners who had Mandarin or Spanish language backgrounds. 
These participants were shown two simple drawings and a complex illustration and asked to 
describe the pictures to their peers in both their native language and English. Tarone’s (1977) 
taxonomy of OCS consisted of five groups of strategies: avoidance, paraphrase, conscious 
transfer, appealing for assistance and mime. However, in 1984, Tarone updated her taxonomy of 
OCS to consist of three groups: avoidance, paraphrase and borrowing, in which the borrowing 
group was a combination of three groups from Tarone’s (1977) previous taxonomy. Tarone’s 
(1984) taxonomy of OCS is shown in Table 2.2.  
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Table 2.1 
Coping-OCS Identified by Previous Researchers  
 
Coping-OCS Descriptions Examples Researchers  
Appealing for assistance/ 
Getting help 
The learner asks for the correct term  "What is this?" What is 
called? 
Bialystok (1983); Dang (1994); Dörnyei (1995); 
Rababah (2001); Oxford (1990); Rubin (1981); 
Tarone (1984); Thinh (1999); Willems (1987) 
Approximation/ 
Generalization
(1)
/ Semantic 
contiguity
(2)  
The use of a single target language vocabulary item or 
structure, which the learner knows is not correct, but which 
shares enough semantic features in common with the desired 
item to satisfy the speaker. 
animal for horse 
pipe forwater pipe . 
Bialystok (1983)
( 2)
; Dang (1994); Dörnyei (1995); 
Færch & Kasper (1983); Rababah (2001); Rubin 
(1981); Oxford (1990); Tarone (1984);Thinh (1999); 
Varadi (1980)
(1)
; Willems (1987); 
Attempt to think in English Learners show a tendency to think or react in English 
during actual communication with other people  
 Nakatani (2006); 
Circumlocution/ 
Paraphrasing
(3)
/ 
Description
( 4) 
The learner describes the characteristics or elements of the 
object or action instead of using the target language item or 
structure. 
Balloon- they are filled with 
gas 
car, bus, train, etc. to 
exemplify transportation 
Bialystok (1983)
(4) 
; Dang (1994); Dörnyei (1995); 
Færch & Kasper (1983); Oxford (1990); Rababah 
(2001);Rubin (1981); Tarone (1984); Thinh (1999); 
Varadi (1980)
(3)
; Willems (1987) 
Clarifying by writing  or 
spelling out a word 
Providing further explanation by spelling out the unclear 
words/ new words for listeners or writing out in paper 
instead of speaking 
I mean the word S-I-C-K, 
not S-I -X 
Rubin (1981); Thinh (1999); 
Ignorance 
acknowledgement 
This is resorted to when a second language speaker in all 
honesty declares that they don’t know anything about a 
particular topic or word, or when they are asked to 
respond to certain things that they really don’t know 
Oh, uhm ..I have no ideas 
about this issue 
Rababah (2001) 
Language switch/ Code 
switch/ Less active 
strategies
(5)  
The learner uses the native language without bothering to 
translate/ 
Ballon for balloon Bialystok (1983); Dang (1994); Dörnyei (1995); 
Færch & Kasper (1983); Nakatani (2006)
(5)
; Rababah 
(2001); Oxford (1990); Tarone (1984); Willems 
(1987) 
Literal translation/ 
Transliteration
(6)
 / 
Foreignizing
(7)  
The learner translates word for word from the native 
language// Translating literally a lexical item, an idiom, a 
compound word from Ll to L2  
Make the door shut 
(German speaking 
students) for shut the door 
Bialystok (1983)
(6) 
; Dang (1994); Dörnyei (1995)
(7)
 
Færch & Kasper (1983)
(7)
; Rababah (2001); Tarone 
(1984); Willems (1987)
(7)
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Table 2.1 (Continued) 
Coping-OCS Identified by Previous Researchers  
Coping-OCS Descriptions Examples Researchers  
Meaning replacement/ 
Using simple sentences
(8)
 
The learner only says almost what he/she wants to say  Færch & Kasper (1983); Rubin(1981)
(8) 
 
Message abandonment 
The learner begins to talk about a concept but is unable to 
continue and stops in mid-utterance/ Leaving a message 
unfinished because of language difficulties. 
 Færch & Kasper (1983);  Nakatani (2006); Rababah 
(2001); Tarone (1984); Thinh (1999); Willems 
(1987) 
Mime/ Non-verbal means/ 
Non-linguistic/ 
Paralinguistic 
The learner uses non-verbal strategies in place of a lexical 
item or action  
Clapping one's hands to 
illustrate applause / Using 
eye contact or smiling 
while conversing. 
Bialystok (1983); Dang (1994); Dörnyei (1995); 
Færch & Kasper (1983); Nakatani (2006);  Rababah 
(2001) ; Oxford (1990); Rubin (1981); Tarone 
(1984); Willems (1987) 
Modal reduction 
 
The learner say something less than what he/she would in 
his L1 
You practiced yourself? 
(the speaker raises his 
voice at the end of the 
question) 
Færch & Kasper (1983) 
Morphological reduction 
The learner tries to avoid the use of some structures that 
he/she is not competent with. 
Avoidance of talking about 
yesterday to avoid past 
tense forms 
Færch & Kasper (1983); Willems (1987) 
Mumbling 
An often used trick to get away with speaking the second 
language is to mumble the words or to speak inaudibly 
which makes it difficult for the listener to identify the 
correct word. 
Then,...er...hm ... Rababah (2001) 
Negotiation for meaning The learners pay attention to the reaction of the 
interlocutors 
 Nakatani (2006); 
Phonological reduction By over generalising the use of words 
Avoiding to use words 
containing “difficult” 
segments 
Færch & Kasper (1983); Willems (1987) 
Questioning repetition Asking for repetition when not understanding or 
hearing something clearly 
What? Pick a pardon?  Dang (1994); Rubin (1981); Thinh (1999); 
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Table 2.1 (Continued) 
Coping-OCS Identified by Previous Researchers  
Coping-OCS Descriptions Examples Researchers  
Restructuring/  
Self-correction/accuracy-
oriented/ Self-repair
 (9)
 
A second language learner may be overly anxious and 
conscious of their ability to speak the second language 
and hence will constantly correct their use of words until 
they get the right word. 
Yesterday, we go…er, 
went to cinema   
Dang (1994); Færch & Kasper (1983); Nakatani 
(2006); Rababah (2001);  
Willems (1987)
(9)
 
Retrieval strategies 
 
In an attempt to retrieve a lexical item meaning an 
incomplete form or structure before turning to an optimal 
form 
It’s brake er… it’s broken 
broked broke 
Færch & Kasper (1983); Rababah (2001) 
Self-repetition 
This is evident when a second language learner repeats a 
word or a phrase in a single sentence after saying it the 
first time in order to appear as stressing a particular word 
or phrase. 
I saw a big tiger… tiger head 
outside the garden  
Rababah (2001); Thinh (1999); 
Silence/ hesitation Saying nothing at all  Rubin (1981) 
Social affective  The learners try to control their anxiety by encouraging 
themselves or behaving socially to give good impression 
 Nakatani (2006); 
Syntactic reduction  
 
Using an active rule to avoid a passive rule Avoidance of talking about 
what might happen for fear 
of using conditionals 
Færch & Kasper (1983); Willems (1987) 
Topic avoidance/ 
Selecting the topic
(10) 
The learner simply tries not to talk about concepts for 
which the target language item or structure is not known./  
Avoiding topic areas or concepts which pose language 
difficulties. 
 Dörnyei (1995); Færch & Kasper (1983); Rababah 
(2001); Oxford (1990)
 (10)
; Tarone (1984); Thinh 
(1999); Willems (1987) 
Using all-purpose words/ 
Smurfing 
(11)
/word-oriented 
Extending a general, empty lexical item to contexts where 
specific words are lacking/  
In order to avoid difficulties or mistakes in 
communicating, second language learners may have to 
use general or all-purpose words such as plants to refer to 
flowers and trees. This makes it safe for non-second 
language speakers to pretend to know the language very 
well. 
the overuse of thing, stuff, 
make, do 
Dang (1994); Dörnyei (1995); Nakatani (2006); 
Rababah (2001); Willems (1987)
(11) 
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Table 2.1 (Continued) 
Coping-OCS Identified by Previous Researchers  
 
Coping-OCS Descriptions Examples Researchers  
Using fillers Using filling words to gain time to think. Well..., Now let me see, As 
a matter of fact,  
Dang (1994); Dörnyei (1995) 
Using similar sounding 
words 
There are words that may sound alike but have entirely 
different meanings; a second language learner may resort 
to the use of an unrelated word but sounds like the 
intended word. 
Son oh, I mean  the Sun  Dang (1994); Rababah (2001) 
Using synonyms/   Using 
cognates 
(12)
 
Using a word which has similar meaning to the word that 
you do not remember  
Well, I think I have some 
problems with my essay ( do 
not remember the word 
Difficulty) 
Rababah (2001); Oxford (1990);  
Rubin (1981)
(12)
 
Word coinage 
 
The learner makes up a new word in order to 
communicate a desired concept  
Airball for balloon 
vegetarianist for vegetarian. 
Bialystok (1983); Dang (1994); Dörnyei (1995); 
Færch & Kasper (1983); Rababah (2001); Tarone 
(1984); Thinh (1999); Willems (1987) 
Note: Generalization
(1)
 was named by Varadi (1980); Semantic contiguity
(2)
 was named by Bialystok (1983); Paraphrasing
(3)
 was named by Varadi (1980);  
Description
( 4)
was named by Bialystok (1983); Less active strategies
(5)
was named by Nakatani (2006); Transliteration
 (6)
 was named by Bialystok (1983)
(6) 
 ; 
Foreignizing
 (7)
 was named by Dörnyei (1995), Færch & Kasper (1983); and Willems (1987) ;  Using simple sentences
(8)
 was named by Rubin(1981); Self-repair 
(9)
 
was named by Willems (1987); Selecting the topic
(10)  
was named by Oxford (1990); Smurfing 
(11)
 was named by Rubin (1981); Using cognates 
(12)
 was named by 
Rubin (1981).  
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Table 2.2  
Taxonomies of Coping-OCS Used by Previous Researchers  
 
Varadi (1980) Rubin (1981) Bialystok (1983) Færch& Kasper (1983) 
 
Reduction strategies 
   * Intentional reduction 
         - Generalization,  
         - Approximation 
 *Extensional reduction  
 
Replacement  strategies 
  * Circumlocutions 
  * Paraphrasing. 
 
Linguistic knowledge to remain 
conversation 
  * Using synonyms; 
  * Using cognates;  
  * Using simple sentences;  
  * Using semantic contiguity  
  * Gesture or mime;  
  * Use of circumlocution   
  * Paraphrase 
 
Interlocutors 
   * Appealing for assistance 
   * Questioning repeat, 
   * Silence/hesitation, 
   *Approximating the speaker’s   
      message  
   * Mime 
   * Explicit indication of 
comprehension 
 
Clarification strategies 
  * Write/ spell a word out 
  * Repeat utterances  
 * Using  gesture 
 
Ll-based strategies 
  * Language switch 
  * Foreignizing transliteration 
 
L2-based strategies  
   * Semantic contiguity 
   * Description  
   * Word coinage 
 
Reduction strategies   
Formal reduction  
    * Phonological 
   *  Morphological  
   * Syntactic 
   * Lexical 
Functional reduction  
   * Actional reduction  
   * Modal reduction 
  * Reduction of the propositional 
content: 
       - Topic  avoidance  
      - Message abandonment 
      - Meaning replacement 
 
Achievement strategies 
Compensatory strategies:  
   * Code switching 
   * Interlingual transfer 
   * Inter-/intralingual transfer 
   * Generalization 
   * Paraphrase 
   * Word coinage 
   * Restructuring 
   * Cooperative 
   * Non-linguistic  
Retrieval strategies 
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Table 2.2 (Continued) 
Taxonomies of Coping-OCS Used by Previous Researchers  
 
Tarone (1984) Willems(1987) Oxford (1990) Dörnyei (1995) 
 
Paraphrase 
  * Approximation 
 * Word coinage 
 * Circumlocution 
 
Borrowing 
   * Literal translation 
  * Language switch 
  * Appeal for assistance 
  * Mime 
 
Avoidance 
  * Topic avoidance 
  * Message abandonment 
 
Reduction strategies 
   * Formal reduction 
- Phonological 
 - Morphological 
  -  Syntactic 
   - Lexical  
  * Functional reductions  
    - Message abandonment 
     - Meaning replacement 
      - Topic avoidance 
 
Achievement strategies 
   *Paralinguistic strategies 
   * Interlingual strategies 
     - Borrowing/code switching 
      - Literal translation 
      - Foreignizing 
   * Intralingual strategies 
      - Approximation 
      -  Word coinage 
      - Paraphrase  
      - Smurfing 
      - Self-repair 
      - Appeals for assistance  
      - Initiating repair 
 
Compensation strategies  
  * Switching to the mother  
      tongue 
  * Getting help 
  * Using mime or gestures 
  * Avoiding communication  
partially or totally;  
  * Selecting the topic 
  * Approximating the message 
  * Coining words 
  * Circumlocution 
  * Synonyms 
 
Avoidance/ Reduction strategies 
    * Message abandonment  
    * Topic avoidance 
 
Achievement/ Compensatory 
strategies 
    * Circumlocution  
    * Approximation  
    * Use of all-purpose words  
    * Word-coinage  
    * Use of non-linguistic means  
    * Literal translation  
    * Foreignizing 
    * Code-switching 
    *  Appeal for help 
 
Stalling/ Time-gaining strategies 
    * Use of fillers 
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Table 2.2 (Continued) 
Taxonomies of Coping-OCS Used by Previous Researchers  
 
 
Dang(1994)  Thinh (1999)  Rababah (2001) Nakatani (2006)  
 
Non-cooperative strategies 
   * Interlingual strategies  
      - Language switch 
      - Literal translation 
   * Intralingual strategies 
      - Approximation 
      - Paraphrase 
      - Word-coinage 
      - All-purpose words 
      - Similar sounding words 
      - Self-repair 
      - Restructuring 
      - Elaborated repetitions 
      - Stalling strategies 
  * Paralinguistic strategies  
 
Cooperative strategies 
 * Appealing for help 
 * Meaning negotiation 
     - Using indicators (e.g.,    
        asking for repetition,  
        clarification, confirmation) 
     - Responses (e.g., repetition,  
       rephrasing, expansion) 
     - Confirmation check 
 
Avoidance strategies  
        Topic avoidance,  
      * Message abandonment 
 
 Paraphrase strategies  
      * Approximation 
     *  Word coinage 
     * Circumlocution 
     *  Approximation 
 
 Conscious transfer 
 Appeal for assistance 
 Clarification requests 
 Confirmation checks 
 Comprehension checks 
 Self-repetitions 
 Other repetitions 
 
L1-Based strategies 
   * Literal translations  
   * Language switch 
       - L1 appeal for help 
       - L1 optimal meaning  
       -  L1 retrieval 
       - L1 ignorance   
          acknowledgment 
 
L2-Based strategies 
    * Avoidance Strategies 
       - Message abandonment 
       - Topic avoidance 
     * Word coinage 
     * Circumlocution  
     * Self-correction/ Restructuring 
     * Approximation 
     * Mumbling  
     * L2 appeal for help  
     * Self-repetition  
     * Use of similar sounding words 
     *  Use of all-purpose words 
     * Ignorance acknowledgement 
 
 
Speaking coping strategies  
* Social-affective 
* Fluency-oriented  
* Negotiation for meaning while 
speaking 
* Accuracy-oriented 
* Message reduction and alteration 
* Non-verbal strategies while 
speaking 
* Message abandonment 
* Attempt to think in English 
 
Listening coping strategies 
* Scanning 
* Fluency-maintaining  
* Negotiation for meaning while 
listening 
* Getting the gist 
* Nonverbal strategies while listening 
* Less active listener 
* Word-oriented 
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Tarone (1984) specifically discussed two types of avoidance strategies including message 
abandonment and topic avoidance. She noted that the message abandonment is obviously a 
communication strategy when it shows an effort to communicate a meaning by the interlocutors 
that is then terminated. In principle, topic avoidance may occur for two possible reasons. First, 
the speaker may desire to communicate something and then avoid the topic after realising that 
the meaning structure needed for the communication is not shared. Second, the speaker may 
decide to avoid the topic because he or she does not desire to communicate a meaning to the 
listener. The latter case is not regarded as a communication strategy. Therefore, the purpose 
underlying the employment of topic avoidance seems to be complicated (Tarone, 1984).  
 
Varadi’s (1980) taxonomy is based on the analysis of strategic language behaviour (specifically 
message adjustment). Varadi identified two kinds of adjustment: reduction and replacement (see 
Table 2.2). The two types of reduction strategies were intentional reduction, which refers to “the 
relaxation of precision caused by the selection of forms whose meaning falls short of the optimal 
meaning” (Varadi, 1980, p. 92) and extensional reduction, which is “the elimination of part of 
the meaning and is manifested in the omission of particular form” (p. 63). It is difficult to 
identify the differences between these two reduction strategies because intentional reduction 
generally assumes the involvement of extensional reduction (Le, 2006).  
 
Varadi’s(1980) category of replacement strategies seems to be similar to the category of 
paraphrase strategies used by Tarone (1984), but the replacement strategies were more limited 
because they only focused on message adjustment. For instance, as an explanation for the term 
balloons, the saying special toys for children is categorised as a circumlocution strategy, while 
the saying they are filled with gas is categorised as a paraphrasing strategy (Varadi, 1980; see 
Table 2.2) 
 
Another prominent researcher in the area of Coping-OCS is Joan Rubin. Since 1971, Rubin has 
focused on the learning strategies of successful learners and assumed that these learning 
strategies could be made available as recommendations for less successful language learners 
(Wenden & Rubin, 1981). From 1975 to 1977, Rubin used both observation (50 hours of 
classroom observation) and students’ self-reports from a short intensive English program at the 
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University of Hawaii. The Coping-OCS identified by Rubin (1981) included three main 
categories with a number of specific strategies in each group (see Table 2.2). 
 
In Færch and Kasper’s (1983) taxonomy, OCS were identified by the behaviour that target 
language users choose when they encounter a communicative problem. Learners tend to choose 
either avoidance behaviour, thereby avoiding the difficulty, or achievement behaviour, thereby 
attempting to solve the problem. Accordingly, Færch and Kasper proposed two fundamental 
types of Coping-OCS on the basis of these two types of behaviour: reduction strategies and 
achievement strategies. In the reduction strategies, formal reduction is used when learners are 
concerned with correctness or fluency, and refers to the application of phonological, 
morphological, syntactic, and lexical levels, while functional reduction is employed when 
learners reduce or abandon their communicative goals. Achievement strategies are used when 
learners attempt to solve the problem and thus preserve the original communicative goal by using 
an alternative means based on the existing resources. Examples of alternative means can be 
usage of the mother tongue as a code-switching strategy or eye contact as a non-linguistic 
strategy (see Table 2.2).  
 
Willems’ (1987) taxonomy of Coping-OCS was developed from her study of learners of English 
as a foreign language (EFL) in the Netherlands in the 1980s. Willems’ (1987) taxonomy was 
based on models introduced by Færch and Kasper (1983) and Tarone (1984) and included two 
categories: reduction strategies and achievement strategies. These categories included a number 
of specific strategies, as shown in Table 2.2. Willems (1987) indicated that achievement or 
compensation strategies can be considered positive, while the reduction or avoidance strategies 
can be considered negative. This seems to be similar to the viewpoints of some researchers who 
regard achievement strategies as good learner behaviour and reduction strategies as low-
proficiency learner behaviour (Nakatani, 2006).  
 
The taxonomy of Coping-OCS suggested by Bialystok (1983) was based on Tarone’s (1984) 
model but was conceptually reorganised with reference to the source of information that is the 
basis of the strategy. That is, the “principle of this taxonomy is that communication can be 
achieved by following various routes to meaning, and strategies provide alternative 
 ---------------------------------------- 
  34 
 
routes”(Bialystok, 1990, p.43). Bialystok’s (1983) taxonomy was structured as three categories: 
strategies that are based on the learner’s first language, strategies that are based on the learner’s 
second language, and paralinguistic strategies (i.e., strategies that are based on both the 
learner’s first and second languages); the taxonomy is summarised in Table 2.2. 
 
Dörnyei (1995) extended the scope of communication strategies by adding stalling strategies 
(e.g., the use of fillers) to the existing taxonomies of Coping-OCS. Fillers are defined as “words 
or phrases used to fill pauses, to cover for hesitation, gain time, and provide smooth 
transformation in breakdowns” (Dörnyei & Scott, 1997, p.197). Teaching the use of fillers as an 
OCS has received little attention to date because most of the earlier studies (Bialystok, 1983; 
Tarone, 1984; Willems, 1987) concentrated more on other strategies such as circumlocution and 
approximation, which were more commonly considered to be good tools for second language 
and foreign language learners to use to convey messages. However, Dörnyei (1995) was a 
pioneer in recognising the usefulness and effectiveness of this strategy when he stated that fillers 
allowed the speaker to “gain time to think and keep their conversation open at times of 
difficulties” (p. 57). Therefore, stalling strategies with the use of fillers are also considered to be 
problem-solving strategies. Dörnyei (1995) attempted to collate a list of the most common 
Coping-OCS based on the taxonomies of Bialystok (1990), Færch and Kasper (1983), Tarone 
(1984), and Varadi (1980). 
 
When studying the language learning strategies used by second language learners in different 
educational contexts, Oxford (1990) identified two compensation strategies: (1) guessing 
intelligently in listening and reading and (2) overcoming limitations in speaking. These are used 
to help language learners have more opportunities to use the target language despite their 
language knowledge gaps (Oxford, 1990). From Oxford’s (1990) definition, the compensation 
strategies are, to some extent, similar to the Coping-OCS introduced by previous researchers.  
 
When choosing Vietnamese participants for his research, Thinh (1999) identified different types 
of Coping-EOCS that were used by four adult Vietnamese learners at low and intermediate levels 
of English proficiency when interacting with four Taiwanese learners in English in an Australian 
university. Qualitative data were collected from records and observations of the learners’ 
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interactions in pairs with an overseas partner in a classroom task. The findings of Thinh’s (1999) 
study revealed nine Coping-EOCS used by these participants (see Table 2.2 above). 
 
In another study of Vietnamese learners of English in an English-speaking educational context, 
Dang (1994) investigated the Coping-EOCS used by intermediate and advanced adult ESL 
learners from Vietnam who were performing a classroom communicative task with other 
overseas ESL learners at the University of South Australia. Participants were 12 ESL learners 
from Vietnam and 12 ESL learners from other countries (e.g., China, Korea, Japan and 
Thailand). Research instruments included observation of task performance between pairs of 
Vietnamese learners and overseas peers, questionnaires and follow-up interviews. Qualitative 
data analysis of Dang’s (1994) study reported 21 Coping-EOCS, which were divided into two 
major categories: non-cooperative (e.g., interlingual, infralingual and paralinguistic) and 
cooperative (e.g., appealing for help and meaning negotiation; see Table 2.2).   
 
Rababah’s (2001) taxonomy of Coping-OCS was developed when the researcher identified that 
second language learners used their first language or English in communicating with English 
native speakers. Specific strategies were identified in term of their functions during the 
communication processes. In this sense, Rababah (2001) classified Coping-OCS in groups of 
first language–based (L1-based) strategies and English language-based (L2-based) strategies, as 
illustrated in Table 2.2 above. 
 
Nakatani’s (2006) study aimed to identify different types of EOCS used by English as foreign 
language (EFL) learners to cope with their speaking and listening problems in conversations with 
peers. The participants were 400 Japanese university students who were invited to take part in 
the research and complete a researcher-developed questionnaire and a self-reported oral English 
test. Fifteen Coping-EOCS were used by the participants, of which eight were used to cope with 
speaking problems and seven were used to cope with listening problems (see Table 2.2 above).  
 
The review of these 12 taxonomies of Coping-OCS has provided a larger picture of the 
categorisation of the OCS as problem-solving strategies or coping strategies. Bialystok (1990) 
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explained that while the surface structures of the taxonomies were different, the underlying 
structures were not. She stated:  
The variety of taxonomies proposed in the literature differs primarily in terminology and overall 
categorizing principle rather than the substance of the specific strategies. If we ignore, then, 
differences in the structure of the taxonomies by abolishing the various overall categories, then a 
core group of specific strategies that appear consistently across the strategies clearly emerges. 
(Bialystok, 1990, p. 61) 
 
According to Bialystok (1990), six of the 12 taxonomies recognised a basic duality in strategy 
use as either avoidance strategies (i.e., adapting one’s message to one’s resources by modifying, 
reducing or abandoning the original content) or achievement strategies (i.e., transferring the 
intended message despite the linguistic deficiencies by extending or manipulating the available 
language system; Dörnyei, 1995; Færch & Kasper, 1983; Rababah, 2001; Tarone, 1984; Thinh, 
1999; Willems, 1987; Varadi, 1980). Specifically, avoidance strategies were also categorised as 
reduction strategies by Willems (1987) or combined as avoidance or reduction strategies by 
Dörnyei (1995) and Thinh (1999). Achievement strategies were also referred as replacement 
strategies by Varadi (1980) and as compensation strategies by Oxford (1990).  
 
Regarding the specific strategies included in these surface structures, there were clear similarities 
underlying strategy usage, although different names were used for specific strategies. Dörnyei 
(1995), Færch and Kasper (1983), and Willems (1987) used the term code-switching, while 
Bialystok (1983), Dang (1994), Rababah (2001) and Tarone (1984) preferred the term language 
switch and Oxford (1990) used the term switching to the mother tongue to refer to “the insertion 
of a word or a phrase in a language other than the target language, usually the learner’s native 
language” (Bialystok, 1983, p.105). An English language user may use a lexical item in his or 
her native language (or in another language) for the item in English when he or she cannot recall 
or does not know the correct English word (Le, 2006). This strategy is often used by second 
language or foreign language learners who share a first language with their peers to either get a 
message across or avoid communication breakdowns (Bialystok, 1990; Færch & Kasper, 1983; 
Oxford, 1990; Tarone, 1984). 
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In bilingualism, the term code switching is defined as “the juxtaposition within the same speech 
exchange of passages of speech belonging to two different grammatical system or subsystem” 
(Gumperz, 1982 cited in Le, 2006, p. 41). Therefore, code-switching strategy used by bilinguals 
are not strictly regarded as Coping-OCS when learners face lexical insufficiency, especially 
when the code-switching strategy serves a variety of functions such as marking a difference 
between direct and indirect speech, clarifying or focusing on a message, and varying the degree 
of a speaker’s engagement in the message (Le, 2006). It is likely that using the term code 
switching to refer to an OCS may not be ideal. Instead, the concept of language switching seems 
to be more appropriate. In the current research, I will use the term first language switching will 
be used to avoid possible misinterpretation of the term code switching. 
 
In relation to the group of stalling strategies identified by Dörnyei (1995), one of the problem-
solving strategies was using fillers, where the speaker can use meaningless words (such as Er 
andUhm) or remain silent to get more time to find solutions to his or her difficulties (Dörnyei, 
1995). This corresponds with the silence or hesitation strategy suggested by Rubin (1981; see 
Table 2.2 above). It appears that these silence or hesitation strategies are the same as the using 
fillers strategies identified by Dörnyei (1995) and they can also be placed in the broader group of 
stalling strategies.  
 
In second language and foreign language communication, language learners can be faced 
with numerous problems and difficulties. Therefore, Coping-OCS have attracted much 
attention from researchers during the past two decades. The following section reviews the 
literature on the use of Developing-OCS by language learners to improve their oral 
communication competence skills.  
 
Classification of OCS as developing strategies 
 
In comparison with the research on the taxonomies of Coping-OCS discussed above, there has 
been scant research on classification of taxonomies of Developing-OCS. Therefore, the 
contributions of Bui (2009), Cheng (2007), Huang and Naerssen (1987), Oxford (1990), Rubin 
(1981), Rui-Ma (2011), Tran (1988), and Yuan (2012) have become significant in the area of 
 ---------------------------------------- 
  38 
 
Developing-OCS of second language and foreign language research. The literature reviewed that 
the participants of these studies were learners of English and were using Developing-EOCS. 
Therefore, the term Developing-EOCS will be used to replace the term Developing-OCS in this 
section. Table 2.3 summarises the Developing-EOCS identified by previous researchers. Further 
information on the investigation of the individual researchers is presented briefly afterwards. 
 
Considering learners of ESL educational context, Bui (2009) explored the different types of 
Developing-EOCS used by 10 Vietnamese students who were undertaking higher educational 
programs in several universities in Melbourne, Australia, to improve English speaking and 
listening skills in their academic and social lives. Her interviewees reported using the following 
Developing-EOCS in their academic lives: talking with other international students, preparing 
lessons in advance, asking questions more in class (both classmates and teachers), 
communicating more in English in class, and choosing favourite academic subjects. In their 
social lives, the interviewees used the Developing-OCS of attending more conferences both 
inside and outside the university where they were studying and home-staying with Australian 
families to practise speaking English daily. The strategy of home-staying with Australian families 
was the least commonly selected by these interviewees due to the relatively high accommodation 
costs and unsatisfying experiences of different cultures and different food flavours (Bui, 2009). 
 
Similar to Bui’s (2009) study with Vietnamese language learners, Tran (1988) conducted a 
survey of 327 Vietnamese adult learners of English in the United States to explore the 
relationship between gender and the use of Developing-EOCS. Six types of Developing-EOCS 
were used by these participants to learn and improve their English language skills: taking ESL 
classes, living in American neighbourhoods, practising with American friends, having a tutor, 
practising with other Vietnamese friends, and watching the TV or listening to the radio (Table 
2.3). The findings of the relationship between gender and the use of these strategies will be 
discussed further in Section 2.3.5. 
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Table 2.3 
Summary of Developing-EOCS Reported by Previous Researchers 
 
Developing-EOCS Researchers 
Attending lectures more often or taking ESL class Huang  and Naerssen (1987); 
Rui-Ma (2011); Tran (1988)  
Using multi-media in English (e.g., watching English original films, 
TV programs or listening to radio) 
Huang  and Naerssen (1987); 
Rubin (1981); Tran (1988); 
Yuan (2012) 
Asking for clarification, correction in academic practices Bui (2009); Oxford (1990); 
Rubin (1981); Rui-Ma (2011) 
Creating situations with natives in social practices Rubin (1981) 
Reading original English materials (e.g., newspapers, magazines)  Yuan (2012) 
Having a tutor of English speaker Tran (1988) 
Singing English songs  Rubin (1981) 
Having group discussions or group oral presentations Bui (2009); Rubin (1981); Rui-
Ma (2011) 
More interaction with natives (e.g., attending more movies or parties 
with natives, living in American neighbourhoods, home-staying with 
English native families) 
Bui (2009); Rubin (1981); Tran 
(1988) 
Spending extra time in language labs Rubin (1981) 
Sympathising with others  Oxford (1990) 
Cooperating with other learners of similar native language (e.g., 
pair-work or role-play) 
Huang  and Naerssen (1987); 
Tran (1988); Yuan (2012) 
Participating in group oral communicative activities with natives  Huang  and Naerssen (1987); 
Tran (1988) 
Thinking or talking to self in English Huang  and Naerssen (1987); 
Rubin (1981) 
More oral communication in target language ( e.g., with other 
international students, teachers, and native speakers) 
Bui (2009); Cheng (2007) ; 
Huang  and Naerssen (1987); 
Rubin (1981) ; Rui-Ma (2011) 
Preparing lessons in advance  Bui (2009); Rui-Ma (2011) 
Choosing favourite subjects to study  Bui (2009) 
Attending conferences Bui (2009); Rui-Ma (2011) 
Word-focused (e.g. using of similar in meaning words; Making up 
words; describing the words) 
Cheng (2007); Rui-Ma (2011) 
Translating from mother tongue Cheng (2007)  
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In another ESL context, Cheng (2007) studied the Developing-EOCS that 102 Taiwanese 
students used in their English language oral communication with others during their studies at 
the University of Southern California. The data analysis identified five Developing-EOCS used 
by the participants: spending more time with native speakers, using of similar in meaning words, 
translating from mother tongue, making up words and describing the words. Cheng (2007) 
reported that the Developing-EOCS that was most preferred by the participants to enrich their 
verbal communication competence was to interact and speak with students who were native 
speakers of English, that is, the strategy of spending more time with English native speakers. 
 
Specifically referring to learners of academic ESL context, Rui-Ma (2011) studied the use of 
Developing-EOCS by 384 non-native English-speaking students in academic classes, 
presentations and conferences in the United States.  She also investigated the effects of factors 
such as gender, academic fields, region of origin, degree level, and other factors on their use of 
Developing-EOCS. The data collected from both quantitative surveys and qualitative follow-up 
interviews and observations revealed two subsets of Developing-EOCS used by the participants 
with nine groups of identified specific strategies: Listening Strategies and Speaking Strategies. 
For example, five Developing-EOCS were identified from the Listening Strategies category 
including,preparing for listening, keeping concentration and focus, checking one’s own 
understanding after listening, monitoring one’s understanding while listening, and using 
technologies to help listening. Four Developing-EOCS were found from the Speaking Strategies 
category such as seeking opportunities to speaking in class, making a clear and convincing 
argument, improving one’s English speaking skills, and doing presentations in English.  
 
Oxford (1990) investigated encouraging language learners to learn through face-to-face 
interaction or communication with others in the ESL classes by using the Developing-EOCS of 
asking questions, sympathising with others (e.g., developing cultural understanding; becoming 
aware of others’ thoughts and feeling), and cooperating with other learners to enhance their oral 
communication competence together. 
 
Rubin (1981) identified a category of Developing-EOCS that she called social strategies. These 
were used by the language learners in her study to improve their speaking and listening 
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communication skills in the ESL educational context. The social strategies reported by Rubin 
(1981) included creating situation with natives to verify/test/practise, initiating conversations 
with fellow students/teachers/native speakers, answering to self, questioning to other students, 
spending extra time in language labs, listening to television/radio, attending more movies or 
parties and reading extra books (e.g., the books are in native language first and then in target 
language). Rubin (1981) claimed that these social strategies put learners in environments where 
practice is possible or they are able to “create opportunity for practice” (p. 35) so that language 
learners can develop their target language competence. Rubin’s (1981) definition of social 
strategies, to some extent, resembled Cheng’s (2007) definition of Developing-EOCS. Therefore, 
the social strategies identified by Rubin (1981) can be considered to be the same as the 
Developing-EOCS identified by other researchers. 
 
Differently, Huang and Naerssen (1987) focused on the learners of EFL context and studied the 
Developing-EOCS used by 60EFL learners in the Chinese educational context. Five Developing-
EOCS were identified as being used by the participants to develop their English oral 
communication proficiency. These were speaking with other students, teachers and native 
speakers, participating in group oral communicative activities, attending lectures, watching 
films and TV programs, and thinking or talking to self in English.  
 
Similarly, Yuan (2012) conducted a study of 184 Chinese participants learning English as a 
foreign language in Chinese universities. The strategies that the respondents used to improve 
their English oral communicative ability were watching original English films and videos, 
reading original English materials, group discussions, debates, pair-work, learning to sing 
English songs, role play, and making oral presentations (Yuan, 2012).  
 
The literature reviewed that there has been little consideration of classifying these Developing-
EOCS into appropriate categories. Therefore, to facilitate the reviewing of these Developing-
EOCS, three categories are proposed based on the context in which these strategies were used 
(e.g., in academic life or social life), and with whom they were employed (e.g., with English 
native speakers or with fellows of similar mother tongue or with themselves). These three 
categories are important and are discussed further in the data analysis of the current research: 
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1. Academic Cooperative Strategies category (e.g., cooperating or working with fellow 
students, teachers or English-speakers in practice; attending lectures in English; group 
discussion or debate; oral presentation; pair work; and choosing favourite subjects to 
study; Cheng, 2007; Huang & Naerssen, 1987; Oxford, 1990; Rubin, 1981; Rui-Ma, 
2011; Tran, 1988; Yuan, 2012). 
2. Social English-Speaker Cooperative Strategies category (e.g., joining groups, attending 
parties with natives, watching original English-films and videos, interacting with 
students who are native speakers of English, learning to sing English songs, listening to 
radio or television, home-staying with English native family, attending more public and 
academic conferences; Bui, 2009; Cheng, 2007, Oxford, 1990, Rubin, 1981; Tran, 1988; 
Yuan, 2012).  
3. Non-cooperative Strategies category (e.g., answering to self, self-talking, think and talk to 
self in English, and preparing in advance; Bui, 2009; Huang & Naerssen, 1987; Oxford, 
1990; Rubin, 1981; Rui-Ma, 2011; Yuan, 2012).  
 
In consideration of the educational contexts of the language learners, six out of the above eight 
studies (Bui, 2009; Cheng, 2007; Oxford, 1990; Rubin, 1981; Rui-Ma, 2011; Tran, 1988) 
focused on Developing-EOCS used by language learners who were learning English as a second 
language in English-speaking educational contexts. The other two studies (Huang & Naerssen, 
1987; Yuan, 2012) concentrated on the discovery of Developing-EOCS used by participants who 
were learning English as a foreign language in non-English-speaking educational contexts. The 
two educational contexts offered different opportunities for interacting with native speakers of 
English. Participants in English-speaking educational contexts found it easy to communicate 
with native speakers of English in their academic and social lives. Participants in non-English-
speaking educational contexts found it harder to have opportunities to communicate with native 
speakers of English and, therefore, had to seek or create practical opportunities to develop 
English communication proficiency. Consequently, practical opportunities to develop oral 
communication skills competence for these two groups of learners are likely to be considerably 
different.  
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In the present study, the participants were English language learners who were enrolled in TNE 
APs in a non-English-speaking educational context. The participants and their educational 
contexts are the factors that make this research unique. The participants appear to be similar to 
the participants in the studies by Yuan (2012) and Huang and Naerssen (1987), in which 
participants learned and used English as a foreign language in a non-English-speaking country. 
However, an important difference is that participants in the current research used English to learn 
other subjects in their TNE APs, while the participants in the studies by Yuan (2012) and Huang 
and Naerssen (1987) were learning English as a discrete university subject in their local 
university programs. Another distinctive feature of the current research is the educational context 
in which these students studied: an internationally designed program delivered in a local 
university. The participants of the previous studies were involved in locally designed and 
delivered university programs. The educational context of the current research may appear to be 
similar to the different educational contexts studied by other researchers in relation to the use of 
English as the medium of instruction (Bui, 2009; Cheng, 2007; Oxford, 1990; Rubin, 1981; Rui-
Ma, 2011; Tran, 1988), but the current research participants were undertaking different English 
language international programs in Vietnam (a non-English-speaking country) while the research 
participants of the earlier studies were undertaking English language international programs in 
English-speaking countries (e.g., the United States, Australia and England). Given these 
differences in participants and educational contexts, it is reasonable to assume that this may 
result in differences in the choice and use of EOCS by the participants in this study as they 
develop their English oral communication proficiency.  
 
This section has reviewed the taxonomies of Coping-OCS and Developing-OCS that have 
been identified by researchers in the field of OCS research. More researchers have focused 
on definitions and taxonomies of Coping-OCS than the number of researchers studying 
definitions and taxonomies of Developing-OCS. There have been almost no studies 
exploring the use of both Coping-OCS and Developing-OCS by language learners. 
Therefore, the present study focuses on exploring the Coping-EOCS and Developing-EOCS 
used by Vietnamese learners enrolled in TNE APs in the Vietnamese educational context. 
This research will fill a gap in the research on OCS.  
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The initial research focus (e.g., identification and classification of OCS) has shifted to the 
investigation of factors affecting the strategy choices of language learners after researchers 
have recognised variations of strategy use among learners from different educational and 
cultural backgrounds. The following section presents a review of research that has 
investigated the factors influencing the choice and use of both Coping-OCS and 
Developing-OCS in different educational contexts. 
 
2.3. Factors influencing the use of OCS by language learners 
 
As noted by Cheng (2007), like other forms of learning, learning a foreign language or a 
second language is always influenced by different factors such as prior learning experience, 
learners’ social and cultural backgrounds, effective and cognitive expectations about the 
language, and differences in the language teaching and learning approaches. The following 
sections present a review of previous research on the relationship between language strategy 
use and learner factors (e.g., motivational orientation, social and cultural background, 
language proficiency level, teaching and learning method, gender, academic major, and 
educational context) in EFL or ESLeducational contexts. 
 
2.3.1. Motivational orientation 
 
There have been a number of definitions of learner motivation in education generally, and in 
second language learning in particular. This section describes several definitions of learner 
motivation from different perspectives and approaches. In education, the term motivation is 
understood to mean the extent to which learners make choices about “the goals to pursue and the 
effort they will devote to that pursuit” (Brown, 2007a, p. 85). In this definition, Brown has 
emphasised that in second language learning, the motivation of language learners is considered 
to be one of the most significant factors determining their success or failure in language learning 
(Brown, 2007a).  
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Gardner (1985) pioneered the socio-educational approach to identifying the social factors that 
stimulate individuals in learning and mastering a second language. From the socio-educational 
perspective, Gardner (1985) defined motivation as “the extent to which the individual works or 
strives to learn the language” (p.10). Gardner (1985) claimed that language learning motivation 
was more likely to be a dynamic process that could be easily modified by learning experiences 
and the educational context. Dörnyei (1995) supported Gardner’s definition of motivation when 
he explored three important characteristics of language learning motivation: desire to learn the 
language, motivational intensity and attitude toward the act of learning the language.  
 
Unlike the definition of motivation from the socio-educational perspective, the socio-cultural 
perspective introduced by Norton (1995) referred to motivation as an investment in terms of 
cultural effects. The socio-cultural perspective focused on social interaction as an important part 
in cognitive and language development (Nguyen et al., 2014). A study of language learners in 
Canada found that language learners who invested in language learning to obtain resources could 
increase the value of their cultural enrichment by integrating the language learners and the 
educational context (Norton, 1995). Norton (1995) highlighted the importance of social 
experiences in the language learning process, which she characterised as an investment. From 
Norton’s (1995) socio-cultural perspective, the experiences from social interactions would 
determine both learners’ motivation to learn a language and attitudes towards learning a 
language.  
 
In language learning research, the term orientation has become popular and has often been seen 
to be synonymous with the term motivation. In principle, these are two different but related 
terms, and a number of researchers (Gardner & MacIntyre, 1993; Köseoğlu, 2013; Ning, 2006; 
Oxford & Shearin, 1994) have attempted to distinguish these two terms. Oxford and Shearin 
(1994) referred to orientation as the goals of learning a second or foreign language, and defined 
motivation as the momentum of obtaining this goal. Gardner and MacIntyre (1993) defined 
orientation as the reasons for learning a specific course, and described motivation as the directed 
strengthening efforts to learn a second language. It appears that orientation plays an important 
role in creating the motivation for learners to learn a second or foreign language because an 
orientation fuels a learner’s motivation, that is, orientation is the initial driver and it takes 
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motivation to carry this out (Ning, 2006). Several educational researchers (Köseoğlu, 2013; 
Yang, 2001) have used the term motivational orientation interchangeably with the term 
orientation to refer to the reasons language learners choose to undertake a specific course of 
study.  
 
In the current research the term motivational orientation will be used to refer to the reasons and 
goals for learning English in TNE APs by Vietnamese students. There are two reasons for the 
researcher’s choice of motivational orientation, instead of orientation. First, in English, both 
terms have similar meanings and can be used interchangeably; however, when translating into 
Vietnamese, the two terms are not identical in meaning. In English, motivational orientation 
includes both the reasons and the motivations for a choice of a specific program. This can be 
translated as động lực in Vietnamese, and this translation is relevant to the researcher’s intended 
meaning. The word orientation means định hướng in Vietnamese and can be understood as a 
learner’s future plans after completing a specific study program, which is not relevant here. 
Second, the current study is focused on the reasons that motivated and encouraged these 
participants to choose their current TNE APs in a Vietnamese educational context, rather than 
simply the reasons for their choice of TNE AP. The term motivational orientation better reflects 
the research purpose and ensures accuracy of translation in both English and Vietnamese.  
 
Classifications of motivational orientation 
 
Although motivational orientation has been addressed as the basis of language learning 
motivation, research on language learner’s motivational orientation and the classification of 
motivational orientation has yielded a range of results. The literature describes three types of 
educational contexts studied by previous researchers:  
 ESL context for learning English as a second language in English-speaking countries (Ely, 
1986; Gardner, 1985). 
 EFL context for learning English as a foreign language at schools or universities in non-
English-speaking countries (Kyriacou & Zhu, 2008; Ning, 2006; Yashima, 2000; Yin, 
2008). 
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 TNE AP context for undertaking TNE APs that are taught in English in non-English-
speaking countries (Chapman & Pyvis, 2007; Hoare, 2012; Köseoğlu, 2013; Ly, 2013; 
Ziguras, 2008). 
 
Most researchers have focused on investigating the motivational orientation of learners in the 
EFL/ESL educational contexts, while a small number of researchers have studied the 
motivational orientation of Asian learners undertaking TNE programs in their local educational 
contexts. As discussed earlier, the current research is aimed at researching the motivational 
orientations of language learners undertaking TNE programs in the Vietnamese educational 
context. The motivational orientations of learners in TNE programs in Asian nations (e.g., 
Malaysia, Singapore, China and Vietnam) or in non-English speaking countries (e.g., Turkey) 
have been studied by a smaller number of researchers (Chapman & Pyvis, 2007; Hoare, 2012; 
Köseoğlu, 2013; Ly, 2013; Ziguras, 2008) and are reviewed in this section.  
 
Chapman and Pyvis (2007) used a quantitative survey to study the motivational orientation of 
Malaysian students who were undertaking Australian TNE programs in Malaysia. The two most 
common motivational orientations for Malaysian students enrolling in TNE programs were 
international qualification and career opportunities. This finding was driven by the fact that 
Malaysian students “typically valued an international education as a passport to employment, 
usually with multinational corporations operating in Malaysia” (Chapman & Pyvis, 2007, p. 38).  
 
Hoare (2012) interviewed 16 Singaporean students engaging in a TNE program that was 
delivered in English at a university in Singapore and reported two types of motivational 
orientation: positional investment and self-transformative investment. Hoare (2012) found that 
most of her participants reported having both of these motivational orientations for their choice 
of enrolling in these TNE programs. From Hoare’s (2012) explanation of these two motivational 
orientations, the positional investment included positional career opportunities, while the self-
transformative investment included the international qualification and English competence 
development. 
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Köseoğlu (2013) studied 523 Turkish university students on their motivational orientations for 
learning the English language. Analysis of both questionnaire and interview data revealed three 
types of motivational orientations for these participants:  
 instrumental orientation (e.g., I will get a better prestigious job; without English, I 
cannot graduate). 
 integrative orientation (e.g., to interact more easily with speakers of English; to be 
like an American or British). 
 educational orientation (e.g., to understand what instructors are saying in English 
easily). 
 
The Turkish university students felt that learning English was mastery of a skill that is a 
requirement for joining and surviving in international labour markets. This perspective provides 
“a more realistic insight” into English language learning and teaching in Turkey (Köseoğlu, 
2013, p. 800).  
 
In the Chinese educational context, Ziguras (2008) explored the motivational orientations for 
undertaking TNE programs of more than 200 Chinese students from a Chinese university. 
Analysis of the quantitative survey data revealed that the two most common motivational 
orientations of these participants were international qualifications and credit transfers for 
previous study because the host country did not offer that type of TNE programs in local 
universities.  
 
In the Vietnamese educational context, Ly (2013) investigated the common motivational 
orientations of 20 Vietnamese students who were undertaking a Business TNE program in South 
Vietnam. Analysis of the interviews identified five common motivational orientations: 
international qualification, reduced costs (e.g., compared with studying these programs 
overseas), program quality, English language competence improvement, and advanced 
disciplinary knowledge and skills. However, one of the limitations of Ly’s (2013) study was that 
the 20 participants were undertaking a single TNE program and are not representatives of the 
wider population of Vietnamese learners enrolled in over 100 TNE programs throughout 
Vietnam.  
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The research reviewed here identified different types of motivational orientations for undertaking 
TNE programs of language learners in Asian countries and some others in non-English speaking 
countries. The most common motivational orientations were international qualification 
(Chapman & Pyvis, 2007; Köseoğlu, 2013; Ziguras, 2008), career opportunities (Chapman & 
Pyvis, 2007; Hoare, 2012; Köseoğlu, 2013) and educational orientation (Köseoğlu, 2013; Ly, 
2013; Ziguras, 2008). Additional motivational orientations of language learners from different 
nations included integrative orientation, reduced costs, program quality and English language 
competence improvement. 
 
Two important issues have emerged from the reviewed studies. First, most of these studies 
focused on the motivational orientations for undertaking TNE programs in other countries; only 
one study by Ly (2013) was conducted in Vietnam. Second, all of the studies used a single 
research method – either quantitative or qualitative –that cannot provide the rich data that mixed 
methods research can generate (Creswell, 2009; Mertens, 2010; Yin, 2009). In the current 
research, the fact that more than 300 Vietnamese participants were invited to participate in the 
mixed method research will help to address the limitations of the studies reviewed above.  
 
Research on relationship between learner’s motivational orientation and 
language learning strategy use 
 
A discussed earlier, motivation is one of the most important factors that can influence students’ 
success or failure in language learning. Motivated students use more language learning strategies 
than those who are less motivated (Alwahibee, 2000; Gardner, 1985; Yang, 2001). A number of 
researchers have concentrated on investigating the relationship between motivational orientation 
and the general learning strategies and the particular OCS used by language learners (Seyhan, 
2000; Yin, 2008; Yin & Oxford, 2004). 
 
Yin (2008) reported significant relationships between the four motivational orientations and 
three language learning strategies used by the participants. The social interactional strategy was 
affected considerably by three motivational orientations (orientation toward immediate language 
use, orientation toward competition and academic self-efficiency, and intrinsic motivation), while 
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the metacognitive strategy was influenced by orientation toward competition and academic self-
efficiency. The self-directed practising strategy was influenced by orientation toward immediate 
language use and orientation toward competition and academic self-efficiency (Yin, 2008). 
 
In another study of strategy use in learning English as a foreign language, Yin and Oxford (2004) 
recruited 340 university students in the Chinese educational context and found that two types of 
motivational orientation (interest-in-English and interest-in-target-culture) significantly affected 
the use of cognitive strategies, metacognitive strategies and affective strategies. These findings 
provided additional evidence of the relationship between motivational orientation and language 
strategy use.  
 
Seyhan (2000) explored the motivational orientations of German and Japanese adult students 
who were learning English as a second language in the United States International University. 
Data were obtained from quantitative questionnaire and follow-up interviews. Analysis of the 
questionnaire data showed that the majority of the participants had integrative motivational 
orientations (e.g., making new friends or learning about other cultures) and that motivational 
orientation affected the participants’ use of Coping-EOCS and Developing-EOCS. For the 
Coping-EOCS, the instrumentally motivated participants focused on the grammar strategies in 
solving oral communication problems, while students with integrative motivation were 
concerned with speaking fluency strategies when they were orally communicating with others in 
English (Seyhan, 2000). For the Developing-EOCS, students with integrative motivation were 
much more enthusiastic about classroom and small group discussions than the instrumentally 
motivated students (Seyhan, 2000). This study suggests that the participants’ choice and use of 
both Coping-EOCS and Developing-EOCS depended on the types of motivational orientation 
that they had in their ESL educational context.  
 
Two of these three studies focused on the relationship between motivational orientation and 
general language learning strategies in the EFL educational context (Yin, 2008; Yin & Oxford, 
2004). The study by Seyhan (2000) explored the relationship between motivational orientation 
and both Coping-EOCS and Developing-EOCS by language learners in ESL educational context. 
There is almost no research investigating the relationship between motivational orientation types 
 ---------------------------------------- 
  51 
 
and the use of EOCS by language learners in distinctive TNE contexts. The present study focuses 
on this gap in the literature and explores the relationship between motivational orientation and 
the choice and use both Coping-EOCS and Developing-EOCS by Vietnamese learners who are 
undertaking TNE APs in the Vietnamese educational context.   
 
2.3.2. Language proficiency 
 
According to Cheng (2007), when learners improve their second language or foreign language 
proficiency, they are more likely to use it, learn it and develop it further in their second language 
or foreign language acquisition. Similarly, when studying the choice of language learning 
strategies in relation to language competence, Oxford (2008) found that the learners of higher 
language proficiency levels could not only use more and a wider range of language learning 
strategies, but also had the ability to “mix different types of strategies in a harmonious manner to 
satisfy the needs of required tasks” (p. 274).  
 
A number of researchers have focused on the relationship between the English language 
proficiency of participants and their use of general language learning strategies. These 
researchers have reported that: 
 higher proficiency learners of English used more language learning strategies than 
lower proficiency learners of English (Chamot, 1987; Chang, 1991; Kiyoshi, 2004; 
Yin, 2008)   
 higher proficiency learners of English employed language learning strategies more 
often than lowe rproficiency learners of English (Bedell, 1993; Chamot, 1990; 
Griffiths, 2003; O’Malley & Park, 1994; Peacock & Ho, 2003; Watanabe, 1990) 
 there are no significant differences in language learning strategy use among learners of 
different English proficiency levels (Phillips, 1991; Psaltou-Joycey, 2008). 
 
Because the current research focuses on the relationship between English proficiency levels and 
the choices and use of EOCS of language learners, only the relevant studies (Cheng, 2007; Dang, 
1994; Hsieh, 2014; Nakatani, 2006; Paribakht, 1985; Rushita & Sarjit, 2012; Thinh, 1999; Zhao 
& Intaraprasert, 2013) are reviewed in more detail in this section.  
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Cheng (2007) studied 100 Taiwanese language learners in a United States university to explore 
the relationship between English proficiency level and three kinds of newly identified Coping-
EOCS: meaningful communication, word utilizing and playing it safe strategies. These Coping-
EOCS were based on Rababah’s (2001) taxonomy of Coping-OCS (see Section 2.2.2).Cheng’s 
(2007) data analysis showed that when the oral proficiency of a participant was improved, he or 
she tended to use more of the meaningful communication strategy, less of the word utilizing 
strategy, and did not change the use of the playing it safe strategy. Cheng (2007) reported that 
the participants tended to use three Developing-EOCS (spending more time with native speakers, 
using of similar in meaning words and describing the words) more often than other Developing-
EOCS such as translating from mother tongue and making up words (Cheng, 2007; see Table 
2.3). 
 
Paribakht (1985) studied 60 university students from the University of Toronto, Canada, who 
were divided in to three groups: two groups of Persian ESL students of English intermediate and 
advanced levels, and one group of native speakers of English. The data were collected from 
observations of interactional activities between ESL participants and native speakers of English 
partners. Qualitative data analysis based on Bialystok’s (1983) taxonomy of Coping-OCS was 
used to identify strategies used by participants (see Section 2.2.2). The lower proficiency 
participants used more first language-based (L1-based) communication strategies (e.g., idiomatic 
transfer and transliteration of first language idioms and proverbs), while the higher proficiency 
participants used only the English language-based (L2-based) communication strategies. The 
native speakers of English were found to use only the transliteration of target language idioms/ 
proverbs strategy. 
 
Rushita and Sarjit (2012) explored the relationship between English language proficiency level 
and the use of three types of circumlocution Coping-OCS in ESL students in a Malaysian 
university context. The study included 12 participants of two levels of English proficiency levels 
(low-intermediate and high-intermediate). The participants’ English proficiency levels were 
based on their National Malaysian University English test scores on the four language skills of 
listening, reading, writing and speaking. As discussed earlier, the circumlocution strategy 
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wasidentified as a type of Coping-OCS used by language learners to overcome communication 
breakdowns (see Section 2.2.2). Data were collected through the researchers’ observations of the 
participants’ interactionsusing the English language, and the data analysis revealed that high-
intermediate level learners tended to use more circumlocution strategy such as making 
description, using references and using examples compared with their low-intermediate language 
proficiency counterparts (Rushita & Sarjit, 2012).    
 
In the Japanese educational context, Nakatani (2006) identified 15 types of Coping-EOCS used 
by 400 Japanese participants (see Table 2.2). Nakatani (2006) reported that the participants at 
higher English oral proficiency levels were more likely to use three strategies to cope with 
speaking problems (social-affective, fluency-maintaining and negotiation-for-meaning strategies) 
and one strategy to cope with listening problems (fluency-maintaining strategy) than those at 
lower English oral proficiency levels. Nakatani (2006) also found that the more Coping-EOCS 
used by learners, the higher their oral proficiency levels were.  
 
When studying the Chinese educational context, Hsieh (2014) explored the relationship between 
language proficiency level and the use of Coping-OCS by second language learners who had 
travelled to study the Chinese language in China from 21 countries. Analysis of the questionnaire 
data showed that, in regard to the frequency of overall strategy use, the high-level learners 
reported using more strategies than the intermediate-low and the intermediate-high learners. For 
Coping-OCS use in relation to language proficiency levels, high-level learners were found to use 
the message avoidance or reduction strategies to cope with speaking problems more often than 
the intermediate-low and intermediate-high level learners. This was different to the use of 
strategies to cope with listening problems, in which the high level and intermediate-low level 
groups of learners reported using the focusing-on-small-parts strategies (e.g., question words and 
incomplete sentences) more than the intermediate-high level learners (Hsieh, 2014). 
 
Also studying the Chinese educational context, Zhao and Intaraprasert (2013) explored the 
relationship between types of Coping-EOCS and language proficiency levels of 814 EFL 
learners in six universities in South West China. Data were collected from a Coping-OCS 
questionnaire and students’ language proficiency levels were based on their self-assessment in 
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the questionnaire, which was referred as “perceived language ability” by the researchers (Zhao & 
Intaraprasert, 2013, p. 48). There was a strong relationship between students’ perceived language 
ability and their use of Coping-EOCS. Students who reported good perceived language ability 
were more likely to be achievement strategy users; students who reported fair perceived language 
ability were both achievement and reduction strategy users; and students reported poor perceived 
language ability were reduction strategy users.   
 
Because the participants in the current study are Vietnamese learners undertaking TNE APs in 
Vietnam, it is necessary to review research studies on Vietnamese students. Thinh’s (1999) study 
identified nine types of Coping-EOCS that were used by four adult Vietnamese learners of low 
and intermediate English proficiency levels when they interacted in English with four Taiwanese 
learners at an Australian university (see Table 2.2). In Thinh’s (1999) study, qualitative data 
were collected from records and observations of learner’s interactions when paired with an 
overseas partner in a classroom task. The data analysis revealed that the participants at 
intermediate levels of English language proficiency used more Coping-EOCS than the 
participants at low levels of English proficiency. Thinh (1999) also found that the participants at 
higher levels of English proficiency were more likely to take risks to keep communication 
channels open than participants of lower English proficiency levels.  
 
Also choosing Vietnamese learners of English in the Australian educational context, Dang 
(1994) aimed to investigate the Coping-EOCS used by intermediate and advanced adult 
Vietnamese ESL learners while they were performing a classroom communicative task with 
other overseas ESL learners in the University of South Australia. Participants were 12 
Vietnamese ESL learners and 12 other overseas ESL learners from China, Thailand, Korea and 
Japan. Research instruments included interviews and observation of task performance between 
pairs of Vietnamese learners and overseas peers. Qualitative data analysis found that 21 Coping-
EOCS were used by the participants (see Table 2.2). Exploring the relationship between the use 
of these Coping-EOCS and the English proficiency levels of participants, Dang (1994) reported 
that the number of strategies and their occurrences used by the two groups of learners were 
almost similar (e.g., 183 occurrences for the intermediate level learners and 189 occurrences for 
the advanced level learners; Dang, 1994). This suggests that there was no difference in the 
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frequency of Coping-EOCS use between these participants of different English proficiency 
levels.  
 
Seven out of the eight studies reviewed here (Cheng, 2007; Hsieh, 2014; Nakatani, 2006; 
Paribakht, 1985; Rushita & Sarjit, 2012; Thinh, 1999; Zhao & Intaraprasert, 2013) reported a 
close relationship between the choice and use of Coping-OCS and learner’s language proficiency 
levels, while one study (Dang, 1994) reported no difference in the frequency of Coping-EOCS 
use between learners of different English proficiency levels.  
 
Several limitations have been found in the reviewed studies. First, in relation to educational 
contexts, three researchers (Nakatani, 2006; Rushita & Sarjit, 2012; Zhao & Intaraprasert, 2013) 
studied learners of EFL educational context, in which participants were studying English as a 
university subject in a non-English speaking country. Four researchers (Cheng, 2007; Dang, 
1994; Paribakht, 1985; Thinh, 1999) studied participants from an ESL educational context, in 
which participants were studying English in English-speaking countries, and only one researcher 
(Hsieh, 2014), focused on learners of Chinese language who were studying Chinese language as 
a foreign language or second language in China. It appears that there has been no research 
focusing on learners in TNE programs in which English is the means of program delivery and 
assessment in non-English speaking countries such as Vietnam.  
 
A majority of these researchers focused on the relationship between English language 
proficiency levels and the use of Coping-OCS or Coping-EOCS. Only Cheng (2007) explored 
the relationship between English language proficiency levels and both the Coping-EOCS and the 
Developing-EOCS used by language learners.  
 
In relation to research method, it appears that all of these eight researchers used a single research 
method in their studies, either quantitative survey methods (Cheng, 2007; Nakatani, 2006; Zhao 
& Intaraprasert, 2013) or qualitative observation and interview methods (Dang, 1994; Hsieh, 
2014; Paribakht, 1985; Rushita & Sarjit, 2012; Thinh, 1999; Zhao & Intaraprasert, 2013). None 
of these researchers used the mixed method research design that enables researchers to obtain 
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richer data than possible with a single method alone and allows the strengths of one method to 
support to the strength of the other (Creswell, 2013; Tashakkori & Teddlie, 2010; Yin, 2009).  
 
2.3.3. Cultural background 
 
The term culture has been defined in different ways for different research theories and 
perspectives. Three simple and easily understood definitions were introduced by Brown (2007a), 
Jandt (2001) and Judd (2002). Brown (2007a) suggested that culture can be referred to as “a way 
of life… the context within which we exist, think, feel and relate to others, the glue that binds a 
group of people together” (p.188). Jandt (2001) considers culture to be a combination of living 
ways including “behavioural norm, linguistic expression, styles of communication and patterns 
of thinking, and beliefs and values of a group of large enough to be self-sustaining transmitted 
over the course of generations” (p. 499). Similarly, Judd (2002) defined culture as the “system of 
shared objects, activities and beliefs of a given group of people” (p.10). 
 
Gardner’s (1985) social-educational model was considered the most dominant framework 
connecting social and cultural factors in second language acquisition (Brown, 2007b; Oxford, 
1990; Rao, 2006; Yang, 1999). In this model, Gardner (1985) proposed that the social and 
cultural milieu in which learners grow up influences their beliefs about language and culture. In 
much the same way, these beliefs are also critical in determining types of strategies used in 
learning a second language. Research in second language learning strategies has identified close 
relationships between culture and language, and between culture and the societies to which 
people belong. 
 
Because the present study focuses on Vietnamese learners undertaking TNE APs that have been 
designed and developed by Western academics, it is important to briefly discuss the literature on 
typical cultures of different nations. This section starts with a discussion of the relationship 
between culture and language for people within the culture. This is followed by reflections on 
culture in different societies and exposure to cultural characteristics in different educational 
contexts.  
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Culture in relation to language 
 
Culture and language are quite intertwined and inseparable because each affects the other 
(Mekheimer, 2011). Research into the language–culture relationship suggests that language is 
“one of the dominant threads in all cultures” (Hall, 1997, p. 36), while culture “colours semantic 
manifestation of language” (Mekheimer, 2011, p. 44).  
 
Generally, research on second or foreign language acquisition has paid attention to the close 
relationship between culture and language because the action of learning a new language enables 
language learners to open their minds to other peoples and to increase their cross-cultural 
understanding (Citron, 1995). At the same time, language users are likely to bring their own 
values, beliefs, cultural assumptions and communication strategies to the process of learning this 
language (Cheng, 2007; Lin, 2009; Yuan, 2012). This suggests that culture and language have an 
inter-dependent relationship.  
 
Different cultural dimensions in different societies 
 
Brown (2001) stated that geographical proximity allows “the ideas, customs, skills, arts, and 
tools which characterise a group of people” (p. 123) to develop similar cultural patterns. These 
cultural patterns are likely to be transferred from one generation to the next, reflecting the 
remarkable stability of certain cultural patterns (Hofstede, 1980). According to Hofstede (1980), 
different societies have different cultural patterns or cultural dimensions that consist of the 
collective programming of the mind to distinguish members of one society from members of 
another society. In relation to geographical location, the term Western culture refers to the 
cultures developed and possessed by people living in Western nations; the terms Eastern 
cultureand Asian culture refer to the cultures instituted by peoples from Eastern or Asian nations 
(Burns, 1998, Hofstede, 1980, 1986).   
 
A number of social researchers have identified different cultural dimensions of people or learners 
living in different geographical nations (e.g., how members of a culture communicate, perceive 
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time or see themselves in relation to their living environment; Edmundson, 2008; Hofstede, 
1986; Walker & Dimmock, 2002).  
 
These cultural differences have existed in particular societies for many decades. However, due to 
globalisation and the internationalisation of education, there has been a dramatic increase in 
student mobility across national borders (OECD, 2004; Tran et al., 2014). This has resulted in 
many students developing intercultural competence and adaptability to the varied cultural 
contexts in which they engage. Consequently, cultural distinctions, for example, between 
Individualism and Collectivism, have become less pronounced.  
 
The following section is a discussion of different cultural dimensions or features existing in 
different world-wide social contexts (e.g., individualism vs. collectivism, power distance, face-
keeping culture, and non-verbal language usage).  
 
Individualism vs. collectivism  
 
Investigation of the cultural dimension of individualism versus collectivism was first undertaken 
decades ago by social and anthropological researchers (Burns, 1998; Gudykunst, 1991; Hofstede, 
1986). Burns (1998) stated that collectivism was known to be a group-oriented cultural feature, 
while individualism is a self-oriented cultural feature. Similarly, Hofstede (1986) explained that 
the distinction between individualism and collectivism was based on an anthropological 
perspective rather than a political perspective. From the anthropological perspective, 
individualist cultures emphasise the importance of personal interest, freedom, and specifically 
people’s own lives and families. In collectivist cultures, from birth onwards, people are 
integrated into strong cohesive in-groups from which they cannot separate themselves. The 
interests and rights of all group members are protected by the group force and, therefore, all 
members must show their responsibility and loyalty to the group’s rights rather than the 
individual’s rights. Cultural researchers have found that most Asian nations (e.g., Vietnam, 
China, India and Malaysia) that have traditionally been influenced by Chinese Tao’s theories are 
more likely to have collectivist cultures, while Western nations (e.g., United States, Australia, 
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United Kingdom and France) tend to have individualist cultures (Burns, 1998; Hofstede & 
Hofstede, 2005; Nguyen et al., 2014; Tran, 2015). 
 
Power distance 
 
Power distance is one of the cultural dimensions reflecting the expectation of equality among 
people living in the culture. In reality, all societies are unequal, but some are more unequal than 
others. According to Hofstede (1986), power distance refers to the extent to which “the less 
powerful persons in a society accept inequality in power” (p. 136) and this cultural feature is a 
common social event. A number of cultural researchers have found that people from different 
societies or living in different geographical locations hold different values of power distance 
(Bui, 2009; Hofstede & Hofstede, 2005; Phan, 2008). High power distance values were found in 
Asian countries (e.g. Malaysia, Vietnam and China) and African countries, while low power 
distance values were found in German-speaking countries and English-speaking countries. This 
study will consider power distance in the analysis of the qualitative phase data with respect to the 
relationship between students and teachers of TNE APs in the Vietnamese academic context.    
 
Face-saving culture 
 
Face-saving culture has been explored as one of the typical cultural differences between Eastern 
and Western nations (Burns, 1998; Ellis, 1994; McLean & Ransom, 2005). Face is a universal 
phenomenon because everybody would like to be seen to behave respectfully and be respected in 
return. Face protection, or face-saving is an extremely important cultural characteristic in many 
societies (Ellis, 1994). Burns’s (1998) study found that in Western cultures, face was considered 
to be an individual characteristic of self-esteem, whereas in Eastern cultures, face was given 
greater significance. Burns (1998) reported that the self-esteem of Westerners could be 
understood as a self-indulgent desire in which face-saving is the same as the concepts of 
maintaining one’s pride, self-respect and reputation. In contrast, in several Asian nations (e.g., 
Japan, Korea, China and Vietnam) the concept of face is tied to honour and the image of a family 
or a nation. In other words, for Japanese, Koreans and Indians, losing face meant shattering 
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harmony and bringing shame upon the family, company or society (Burns, 1998; McLean & 
Ransom, 2005).  
 
Non-verbal language use in oral communication 
 
According to McLaren (1998), non-verbal language may convey different meanings for the 
receiver and the sender. This may lead to misunderstandings between communicators, especially 
if the communicators come from different cultural and language backgrounds. Three examples of 
non-verbal language are presented in this section: eye contact, facial expressions and physical 
gestures.  
 
Many studies have emphasised the importance of eye contact during oral communication, 
because numerous messages are exchanged with the eyes (Beisler, Scheeres, & Pinner, 1993; 
Huynh, 2001; Jones, 1995; Le, 2000; Mezger, 1992). Mezger (1992) found that Australian 
speakers were more likely to look directly at the listeners to convey honesty during a 
conversation. Beisler et al. (1993) found that in Western cultures, direct eye contact was 
considered to be an expression of openness, interest and candour, whereas looking away signifies 
boredom, dishonesty or evasiveness. In contrast, in Eastern cultures such as the Vietnamese 
culture, eye contact is found to be impolite or intimate during conversation, especially when 
speaking with a person of a higher status or position in society (in terms of age, family hierarchy 
or social hierarchy) or even the opposite gender (Huynh, 2001).  
 
The second non-verbal behaviour is facial expression. Mezger (1992) found that facial 
expressions were often interpreted in different ways depending on social context and culture. 
Mezger discussed the smile as one example. Western people tended to smile to express 
friendship, good humour, benevolence or amusement, while Asian people regarded a smile as a 
way of hiding embarrassment or masking worry (Mezger, 1992).  
 
In his study of facial expressions used by Vietnamese learners, Le (2006) discovered differences 
when comparing the interpretation of the smiles of Vietnamese people (representatives of Asian 
cultures) with those of Russian or American people (representatives of Western cultures). Le 
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concluded that smiling might be interpreted as an expression of happiness, affection or friendship 
in Vietnam, but it also might be interpreted as a means of avoiding embarrassment or 
unpleasantness, or in some cases, to hide emotional pain. For example, when Vietnamese people 
tell others about bad experiences or misfortunes in their past, they often finish with a smile. This 
case is not “a smile of happiness”, but a smile “to hide emotion” (Le, 2006, p. 16). Le (2006) 
also found that, in Russia, it was uncommon or even suspicious if someone smiled with strangers 
in public places, while American people smiled freely with strangers everywhere. 
 
The third non-verbal language expression is physical gestures. A physical gesture is the 
movement of any part of the body. As with facial expressions, physical gestures play an 
important role in communication. However, the usage and meanings of specific gestures vary 
from culture to culture. Mezger (1992) found that many factors such as age, gender, social status 
or emotional situations should be considered when a person decides when, where or how they 
could touch or have physical contact with a peer in oral communication. These factors can be 
different in different cultures. Jones (1995) reported that Asian people, especially Asian girls, did 
not often touch or shake hands with strangers or with someone of the opposite gender, but 
Americans consider not touching or shaking hands as an appearance of racial discrimination.  
 
In the qualitative phase of the current research, cultural differences in the use of non-verbal 
language in oral communication between the Asian and Western nations will be explored as one 
of possible factors that influence the choice and use of EOCS.  
 
Cultural patterns in different educational contexts 
 
A number of studies have identified that cultural patterns are reflected differently in different 
educational contexts due to differences in the social positions of teachers and students, 
differences in the curriculum or even differences in expectations of interactions between teachers 
and students (Bui, 2009; Cheng, 2007; Hofstede & Hofstede, 2005) 
 
Hofstede (1980) found that individualism and collectivism cultures could be distinguished on a 
range of educational aspects such as teacher–student interaction and attitudes towards study 
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outcomes. Examples of differences in teacher–student interactions between individualism and 
collectivism cultures are included in Table 2.4 below. A number of researchers have found that 
individualism and collectivism cultures are reflected in the use of group activities in the 
classroom (Bui, 2009; Niehoff, Turnley, Yen, & Sheu, 2001; Nguyen, 2014). Learners from 
collectivism cultures were more likely to expect and accept group work, in which they would 
work harder and more effectively with other group members than they did alone. Learners from 
the individualism cultures focused more on their individual work. These findings are important 
to the current research in the interpretation and discussion of the EOCS relating to group work or 
individual work used by Vietnamese students in their TNE APs. 
 
Table 2.4 
Differences in Teacher–Student and Student–Student Interaction in the Individualism–
Collectivism Cultures (Hofstede 1986, p.312) 
 
Collectivist societies  Individualist societies  
Positive association in society with whatever is rooted 
in tradition 
The young should learn; adults cannot accept student 
role. 
Students expect to learn how to do. 
Individual students will only speak up in class when 
called upon personally by the teacher. 
Individuals will only speak up in small groups. 
Large classes split socially into smaller, cohesive 
subgroups based on particular criteria (e.g., ethnic 
affiliation) 
Formal harmony in learning situations should be 
maintained at all times 
Neither the teacher nor any student should ever be made 
to lose face 
Education is a way of gaining prestige in one’s social 
environment and of joining a higher status group (“a 
ticket to a ride”) 
Teachers are expected to give preferential treatment to 
some students (e.g., based on ethnic affiliation or on 
recommendation by an influential person) 
Positive association in society with whatever is 
“new” 
One is never too old to learn; “permanent 
education” 
Students expect to learn how to learn. 
Individual students will speak up in class in 
response to a general invitation by the teacher 
Individuals will speak up in large groups 
Subgroupings in class vary from one situation to 
the next based on universal criteria (e.g., the task 
“at hand”) 
Confrontation in learning situations can be 
salutary; conflicts can be brought into the open. 
Face-consciousness is weak. 
 
Education is a way of improving one’s economic 
worth and self-respect based on ability and 
competence. 
 
Teachers are expected to be strictly impartial. 
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Educational researchers have identified power distance cultural patterns in several classroom 
activities and in the attitudes or behaviour of students in classrooms. For instance, students of 
high power distance cultures tended to ask teachers questions outside class, rather than inside 
class or during lecture time (Hofstede, 1980; 1986; Niehoff et al., 2001). In the educational 
context of high power distance cultures, the teacher-centred educational approach is popular, and 
teachers are regarded as “the masters or superiors who outline paths for students to follow” 
(Hofstede, 1986, p.313). On the other hand, students from low power distance cultures feel more 
comfortable and confident to discuss their questions with teachers in the classroom (Bui, 2009). 
Therefore, in low power distance cultures, the student-centred educational approach is dominant, 
and teachers act only as guides or instructors who help students find their own paths (Hofstede, 
1986). 
 
Similarly, face-keeping cultures are demonstrated differently in teacher–student and student–
student interactions, both inside and outside the academic environment. Educational researchers 
have found that concerns about face have been important in many Asian cultures for centuries 
(Cham, 2007; Dung, 1999; Huang & Naerssen, 1987; McLean & Ransom, 2005). For example, 
when studying the face-saving of Vietnamese students in an Australian educational context, 
Dung (1999) conducted a survey of 120 Vietnamese international students who were studying at 
three Australian universities. Dung’s (1999) research focused on the classroom communication 
of these students in their Australian academic environments. The findings revealed that a 
majority of the Vietnamese participants experienced two common kinds of anxiety: (1) losing 
face in front of their teachers and classmates if their questions or answers were wrong or (2) 
being seen to be disrespectful when querying the teachers during lectures. As a result of such 
fear, many of Dung’s (1999) respondents preferred to ask teachers questions after class, or chose 
to ask other classmates questions rather than directly approaching their teachers. Similarly, Cham 
(2007) found that Vietnamese students were concerned with losing face if their questions to 
lecturers or other classmates were irrelevant, trivial or nonsensical. This face-saving cultural 
feature will be considered in the current research in the choice of strategies related to the 
involvement or assistance of teachers and other classmates.  
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In human communication, the use of non-verbal language cues (e.g., eye contact, facial 
expression, mime or body gestures or periods of silence) varies between cultures, although it is 
as important as words to transfer communication messages. Vietnamese students were found to 
avoid eye contact while talking either with lecturers, who had a much higher social status, or 
with classmates of the opposite gender (Jones, 1995; Le, 2006). Instead, the Vietnamese students 
looked up to the ceiling, looked down to their feet or gazed into the distance during conversation 
(Bui, 2009; Huynh, 2001). Bui’s (2009) research investigated the participation of Vietnamese 
international students in classroom activities in three Australian universities. Analysis of the 
interview data collected from 10 Vietnamese participants showed that the majority did not 
become familiar with the direct eye-contact or intimate body touch during oral communication 
with either international or Australian students or teachers. Only a minority of the participants 
reported feeling slightly comfortable with non-verbal forms of communication.  
 
As noted previously in Section 1.1, talk and silence are significant aspects of oral communication 
and are mutually supportive. The role of silence in oral communication has been investigated by 
a number of researchers who have found that silence is used differently by different cultures (see 
Goldstein, 2003; Harumi, 2011; Nakane, 2005; Yates & Nguyen, 2012). For example, Goldstein 
(2003) studied attentive silence in a multiligual Canadian EFL context and argued that his 
Cannadian respondents considered silence as a significant listening strategy, and as a signal of 
“acute listening, empathy for peers, and awareness of even the subtlest signs from a speaker” (p. 
65). Harumi (1999 cited in Harumi, 2011) studied the interpretation of silence in communication 
by both Japanese and British participants and found that Japanese informants interpreted silence 
positively and productively as face-saving, “a difficulty-avoidance strategy or a silent request for 
help”, in contrast, most British informants, negatively interpreted silence as “a sign of disinterest, 
boredom or laziness” (Harumi, 2011, p. 261). Similarly, Nakane (2005) found that her Japanese 
students did not place much importance on the oral model of learning and consequently 
considered interaction in their Australian classrooms as unnecessary. Research conducted by 
Yates and Nguyen (2012) is particularly relevant to the current study as it also involved 
Vietnamese participants. They found that English language proficiency and Asian cultural 
influences were two of the major contributors to the silence of Vietnamese students in Australian 
university classes. For instance, one of the aspects of the Vietnamese learning culture was that 
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students valued “spoken contribution as testaments of ability and achievement rather than as 
tools of learning” (Yates & Nguyen, 2012, p. 31).  
 
Knowledge of cultural differences in different societies is necessary for language learners in 
second language or foreign language teaching and educational contexts.This knowledge enables 
language learners to flexibly change their learning strategies in communication with peers from 
different cultures and helps them to avoid unexpected cross-cultural communication failures 
(Yuan, 2012). In second language acquisition, educational researchers have focused on the 
relationships between cultural patterns and language learning strategies, in particular OCS, used 
by language learners who come from different cultural backgrounds. The following section 
reviews studies of the relationship between cultural background and OCS used by language 
learners.  
 
Research on learners’ cultural background and OCS  
 
Previous studies have found that cross-cultural similarities and differences affected the choice 
and use of general language learning strategies as well as the general learning styles of language 
learners from different cultural backgrounds (Bedell 1993; Oxford, 1993; Politzer & McGroarty, 
1985; Psaltou-Joycey, 2008; Rubin, 1975). Politzer and McGroarty (1985) reported that learners 
from Eastern cultures preferred rote memorisation and deduction rather than communicative 
strategies, while Rubin (1975) found that learners from Western cultures preferred to work 
individually rather than cooperating with others. Psaltou-Joycey (2008) found that culture was 
the “most powerful influence” (p.315) on the choice of language learning strategies. The Greek 
participants in Psaltou-Joycey’s (2008) study reported making “extracurricular efforts” (p. 319) 
to learn the target language when they realised that as well as using the language inside 
classrooms, they could also use it to communicate with other people in society.  
 
All of these studies focused on the effects of cultural differences on language learning strategies 
in general, while the present study is concerned with cultural effects on the use of Coping-EOCS 
and Developing-EOCS by learners in particular. Two previous studies focused on the effects of a 
learner’s cultural background on the choice and use of Coping-OCS (Hsieh, 2014; Tarone & 
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Yule, 1987), and one study (Rui-Ma, 2011) focused on the effects of regions of origin, or cultural 
background, on the use of Developing-EOCS by learners.  
 
Tarone and Yule (1987) pioneered the exploration of the relationship between cultural 
background and the use of Coping-EOCS by language learners. They examined the use of 
Coping-EOCS in interactions between language learners who did not share the same native 
languages and who were verbally communicating with each other in a target language. The 
participants were 15 EFL learners from different Asian countries (i.e., Japan, Korea, and China). 
Each participant interacted with a speaker of other country of origin. In each session, one of the 
participants was assigned the speaker role and the other was asked to be the listener. The 
speakers had to describe a set of visual stimuli that appeared on a video screen and the listeners 
had to identify the object described by the speaker from three still photographs. The speaker’s 
utterances were recorded and transcribed for data analysis.  
 
The results of Tarone and Yule’s (1987) study showed that these learners carefully avoided using 
culturally-based information if they realised that their interlocutor did not know the information. 
On the other hand, if the learners thought their listeners were likely to be familiar with culturally-
based information, they were willing to use the information. A limitation of Tarone and Yule’s 
(1987) study was that it only superficially addressed Coping-EOCS rather than showing exactly 
how cultural background, as an independent variable, influenced the learners’ choices. 
 
Also studying the learners in ESL educational context, Rui-Ma (2011) explored the effects of 
gender, academic fields and region of origin on the use of Developing-EOCS by 384 ESL 
learners in the United States (see Table 2.3). The quantitative results revealed that regions of 
origin did not make a significant influence on the participants’ use of Developing-EOCS. 
However, the qualitative data indicated strong evidences about the influences of participant’s 
cultural background on their Developing-EOCS. For example, the interviewee from South Korea 
reported using more strategies relating to gestures in interaction, because in her cultural 
background, gestures are not commonly used in conversations. By contrast, the interviewee from 
Peru had to limit his use of gestures in conversation with others from other cultures because 
Peruvians do not use gestures very often while talking. Therefore, in responding to the 
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quantitative questionnaire, both of them considered the use of gesture as one of Developing-
EOCS.  
 
Hsieh’s (2014) study investigated how culture and language proficiency influenced the choice of 
Coping-OCS of learners who were learning Chinese as a foreign language. The participants were 
176 learners who had travelled to China from 21 countries to attend Chinese language courses. 
Analysis of the quantitative questionnaire data highlighted the use of different speaking and 
listening strategies by these participants. In relation to Chinese speaking strategies, participants 
from the North American cultural background tended to encourage themselves, take risks and try 
to enjoy the conversation. These participants were able to express what they wanted to say 
without feeling too stressed. In contrast, the East Asian cultural group were less willing to take 
risks or to speak out, and were less willing to apply social effective strategies (e.g., I try to relax 
when I feel anxious) to maintain group harmony. The East Asian group used more word-oriented 
strategies (e.g., I use words which are familiar to me) than the other groups (Hsieh, 2014). 
 
In terms of Chinese listening strategies, the participants from the North American cultural 
background most commonly used conversation maintenance strategies (e.g., I used gestures 
when I have difficulties in understanding) and were aware of the fluency of conversation flow. 
These participants often employed these strategies to avoid gaps during the conversation and 
keep their interaction going. The East Asian learners tended to pay attention to small details by 
using the focusing-on-small-parts strategies (e.g., I especially pay attention to the interrogative 
when I listen to WH-question) and were more likely to be concerned about making mistakes, so 
they tried to figure out small details by means of writing or drawing, or paying special attention 
to question words in order to respond properly (Hsieh, 2014).   
 
In these three studies by Hsieh (2014), Rui-Ma (2011) and Tarone and Yule (1987), participants 
were language learners who had travelled to English or Chinese-speaking countries to pursue 
further education.Their cultural backgrounds influenced the types of Coping-OCS or 
Developing-EOCS that they used in their interactions with native speakers in a new educational 
and social context.  
 
 ---------------------------------------- 
  68 
 
Although the literature on TNE programs has been growing recently, there has been scant 
research on the relationship between EOCS usage and cultural background for language learners 
who remained in their home countries to undertake TNE programs. The current research fills this 
research gap by investigating the effect of the learners’ cultural background on the choice and 
use of EOCS by these participants in their interactions with Vietnamese students and Western 
academics in the Vietnamese educational context.  
 
2.3.4. Teaching and learning method 
 
Social and cultural differences help explain the considerable differences in the typical 
educational systems of Western nations and Eastern or Asian nations (Cheng, 2007; Mezger, 
1992; Nguyen, 2014). The differences between the Western and Eastern educational systems 
have been addressed primarily in terms of what education is for (the goals) and how it should be 
delivered (educational methods; Cheng, 2007). This section summarises differences between 
Eastern and Western teaching and learning methods, and is followed by a discussion of research 
on the relationship between teaching and learning methods and OCS.  
 
Eastern and Western teaching and learning methods 
 
In Asian nations, education is highly regarded as a means of gaining success, achievement and 
pride. Educated people are expected to be able to support their families and to be of service to 
the country (Cheng, 2007; Nguyen et al., 2014). Consequently, Asian students expect to be 
taught everything that they need to learn by teachers and mentors who are experts in their fields. 
In Western nations, education is also appreciated but not “so much as an accomplishment” 
(Cheng, 2007, p. 45) because education supports the careers and plans of the individuals without 
being tied to the concept of nationalism, unless they are supposed to serve the country. As a 
result, Western students believe that discovery and experimentation are the best ways to learn 
and attain knowledge, while Eastern students are more likely to follow what have been explored 
and accepted and make an effort to “find meaning in them” (Cheng, 2007, p. 46).  
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Table 2.5 presents Cheng’s (2007) comparison of the teaching and learning methods in Eastern 
and Western educational systems across three educational aspects: purposes, instruction 
approach and curriculum orientation.  
 
Table 2.5 
Teaching and Learning Methods in Eastern and Western Educational Systems (Cheng, 2007, p. 
45) 
 
 Western  Eastern 
Main purpose Focus on individual 
Develop individual's full potential 
 
Transmitter of cultural heritage 
Focus on loyal citizenry 
Develop literate citizenry 
Helps select future leaders 
Transmitter of past cultural heritage 
Instruction mode Learner-centred 
Stresses understanding, application 
and ability 
Use of educational psychology 
Learner active 
Teacher- centred 
Stresses recall of facts. Examinations as 
motivator 
Use of rote learning 
Learner passive 
Curricular orientation Present-future oriented 
Development of whole person 
Social interaction promoted 
Past-present oriented 
Strict exams to develop academicknowledge 
Concepts first then skills 
 
 
 
Many researchers have identified significant differences between Western and Eastern teaching 
and learning methods that have been driven from cultural and social differences between 
Western and Eastern nations (e.g., Ballard & Clanchy, 1997; Bui, 2009; Chan, 1999; Chang, 
Mak, Wu, Chen, & Lu, 2011; Li, 2003; Lim, 2003; Mezger, 1992; Wong, 2004).  
 
Regarding the expectations and roles of teachers and students in Western and Asian classrooms, 
a number of researchers found that, in Western classrooms, students were expected to learn 
independently and teachers were considered to be the coordinators of learning resources, 
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guides,questioners and the principles of assessment. However, in Asian classrooms, students 
were more passive and teacher-dependent, and teachers were regarded as the exclusive sources 
of knowledge transmission, guidance and assessment (Chan, 1999; Dang, 2013; Mezger, 1992).  
 
Ballard and Clanchy’s (1997) study identified significant differences between the Australian 
educational system and Asian educational systems in the ways that Australian and Western 
teachers delivered lectures, and the way that Asian students and Western students acquire 
knowledge. Ballard and Clanchy (1997) reported that Western students were accustomed to 
being student-oriented in “flows of discussion and natural communication” (Ballard & Clanchy, 
1997, p. 54) in which they felt confident in asking their teachers questions and discussing with 
other students. In contrast, Asian students were found to value quietness in classroom. The Asian 
students rarely expressed opinions or asked questions, even though they wished to. Ballard and 
Clanchy’s (1997) findings were consistent with those of other researchers (Bui, 2009; Chan 
1999; Lim, 2003). The Tao’s saying “a good man does not argue” has influenced Eastern 
cultures, and many Asian students considered it rude to participate in a spirited argument during 
a tutorial, while Western students freely asked for their teachers’ viewpoints (Bui, 2009). In Li’s 
(2003) research, American students were found to frequently express their willingness to 
“challenge assumptions”, whereas Chinese students were found to be too dependent on 
authorities (Li, 2003). 
 
Researchers have also investigated how students from different cultural groups think about 
learning and language learning strategies. Li’s (2003) research examined differences in cultural 
beliefs about learning between American and Chinese students. The participants were asked to 
provide a list of learning-related terms. A majority of the learning terms given by American 
students were “thinking, mental process, and inquiry” (Chang et al., 2011, p. 114), whereas only 
a few of the terms provided by Chinese students related to these concepts. Instead, most of the 
Chinese students defined learning in terms of “memorization, copying and following 
instructions” (Chang et al., 2011, p. 115). The American students regarded learning as fulfilling 
their curiosity and interest, referring to it as “interest”, “travel” and “adventure” (Li, 2003, p. 
258). 
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 In Wong’s (2004) survey of Asian students studying in Australia, students from Malaysia and 
Vietnam reported relying on memorisation to get higher grades on exams. These participants and 
other Asian partners (i.e., Japanese, Chinese, and Korean) admitted that learning in their local 
educational system is passive and more likely to be a spoon-feeding method (Wong, 2004) in 
which teachers are expected to give them all the knowledge required in their academic practices. 
Therefore, when studying in Australia, they were not familiar with Australian learning methods 
that use the concepts of “critical thinking, problem solving, and relying on one’s own opinions” 
(Wong, 2004, p. 156).  
 
However, in the global context, the internationalisation of higher education has become more 
and more popular, appearing worldwide in two major forms (OECD, 2004). The first form refers 
to the “international and intercultural dimensions of curriculum, teaching and researching” 
(OECD, 2004, p. 19), which aims to support local students to develop international and 
intercultural skills without ever leaving their country. The second formknown as cross-border or 
transnational education, refers to situations where the teachers, students, programs and 
institution/providers of course materials cross national jurisdictional borders (Cunningham et.al, 
2000; OECD, 2004).  
 
As a result of the internationalisation of education, distinctions between teaching and learning 
methods have become more opaque and fluid with both teachers and students adopting or 
familiar with a range of strategies deriving from both Eastern and Western educational practices. 
While this means that the East-West dichotomy between pedagogical practices is less distinct 
than in the past, it still provides a useful framework in which to explore the educational 
backgrounds and strategy preferences of language learners (Tran et al., 2014). 
 
Research on relationship between teaching and learning methods and OCS 
 
A number of researchers have investigated how language teaching and learning methods and the 
types of activities used in language classrooms influence the choice of language learning 
strategies (Oxford & Nyikos, 1989; Psaltou-Joycey, 2008). In a study of 177 students learning 
Greek as a foreign language or second language and 15 teachers who were native speakers of 
 ---------------------------------------- 
  72 
 
Greek from one university in Greece, Psaltou-Joycey (2008) reported that teachers using 
traditional teaching methods (e.g., spending a lot of time explaining language matters to students, 
not using new technologies, often asking students to read texts loudly) affected to the choices of 
metacognitive strategies and cognitive strategies of the language learners. Similarly, Oxford and 
Nyikos (1989) found that the instructional methods of American academics influenced the 
language learning strategies used by 1200 second language learners in an academic institute in 
the Midwestern America (Oxford & Nyikos, 1989). These studies explored the relationships 
between language teaching and learning methods and language learning strategies used by 
second language learners who travelled to other countries. To date, there is no research on the 
effect of Western and Eastern teaching and learning methods on the choice and use of OCS or 
EOCS by language learners who are undertaking TNE programs in their home countries. 
 
The present research will fill this gap in the literature and provide additional insights for two 
reasons. First, the research participants are Vietnamese students who have experienced both 
Asian teaching and learning methods (in their previous school programs) and Western teaching 
and learning methods (in their current TNE APs). More importantly, the question of whether or 
not their experiences of different teaching and learning methods influence their choices and use 
of OCS in both academic and social practices will be explored in the qualitative phase of this 
research. 
 
2.3.5. Gender 
 
Educational research has identified gender as one of the factors that influence language learners’ 
use of learning strategies. Several studies have reported non-significant gender differences in the 
overall strategy use or the use of language learning strategy of language learners (Griffiths, 2003; 
Psaltou-Joycey, 2008). In contrast, many studies have reported considerable gender differences 
in the choice and use of language learning strategies of language learners (Gu, 2002; Oxford & 
Nyikos, 1989; Rui-Ma, 2011; Tran, 1988; Yin, 2008; Zhao & Intaraprasert, 2013). Interestingly, 
these studies found that female learners used general language strategies more often than their 
male counterparts. However, these studies have only concentrated on the effect of gender on the 
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use of language learning strategies in general, rather than specific language learning skills 
(Griffiths, 2003; Psaltou-Joycey, 2008; Yin, 2008).  
 
The present study focuses on the relationship between gender and the choice and use of EOCS. 
Three relevant studies by Rui-Ma (2011); Tran (1988) and Zhao and Intaraprasert (2013) will be 
discussed in this section because the remaining studies explored the relationship between gender 
and general language learning strategies of learners. Tran (1988) identified six types of 
Developing-EOCS that were used by Vietnamese refugees who had migrated to the United 
States (see Table 2.3). When considering the connection between gender and the choice of the 
six Developing-EOCS, Tran (1988) found that male participants attended the English as a second 
language classes more regularly than women. The male participants reported practising with 
American friends more often than the female participants. A majority of the male and female 
participants reported that they did not choose to live in American neighbourhoods to improve the 
English language skills, and did not practise English with Americans. More male participants 
than female participants reported watching TV or listening to radio to improve their English. 
Overall, gender differences were found in the choice of three of the six Developing-EOCS, and 
Vietnamese male learners used more learning strategies to develop their English language skills 
than Vietnamese female learners. One difference between Tran’s (1988) study and other studies 
is that Tran’s participants were Vietnamese refugees aged from 40 to 60 years who had migrated 
to the United States, while the participants in other studies were younger language learners who 
were undertaking academic programs for qualifications and future employment opportunities.   
 
Also considering learners in an ESL context, Rui-Ma (2011) explored the effects of gender, 
academic fields, region of origin on the use of Developing-EOCS by 384 ESL learners in the 
United States (see Section 2.2.2). The both quantitative and qualitative results revealed that 
gender did not have significant effects on the participants’ use of Developing-EOCS.  
 
Zhao and Intaraprasert’s (2013) study investigated the effect of gender on the choice and use of 
Coping-EOCS by 814 tourism-oriented English as a foreign language. Data collected from six 
universities in south-west China revealed that gender had a significant influence on the 
participants’ choice of Coping-EOCS. Female students were found to use using simple 
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expression strategies and trying to catch the interlocutor’s main point strategies more than their 
male counterparts. In contrast, more male than female students reported using the strategies of 
feeling all right taking risks while speaking, making up a new word in order to communicate a 
desired concept and repeating what the interlocutor has just said. Zhao and Intaraprasert (2013) 
concluded that male students showed greater willingness to manage their anxiety to maintain the 
conversation in English in compared with female students. Additionally, male participants were 
found to be “quite self-confident and risk-taking in their oral abilities” (Zhao & Intaraprasert, 
2013, p. 53).  
 
Two studies investigated the relationship between gender and the choice and use of different 
types of EOCS in different educational contexts. Tran (1988) identified differences in the use of 
Developing-EOCS between female and male learners, while Rui-Ma (2011)’s study reported no 
effects of gender on the use of Developing-EOCS of learners in the ESL educational context. 
Differently, in the EFL context, Zhao and Intaraprasert (2013) reported differences in the choice 
and use of Coping-EOCS between male and female learners. This suggests a need for further 
investigation of gender differences in the choice and use of Developing-EOCS and Coping-
EOCS in a distinctive TNE context, which is neither ESL nor EFL contexts. 
 
2.3.6. Academic major 
 
The literature on language learning acquisition suggests that the academic majors of participants 
significantly influence their strategy choice and use (Gu, 2002; Oxford &Nyikos, 1989; Peacock 
& Ho, 2003; Yin, 2008). Significant differences by academic major were found in the strategy use 
of language learners in the English as a foreign language educational context where English 
waslearntas a school or university subject in the national curriculum (Gu, 2002; Peacock & Ho, 
2003) and in English as a second language context where learners use language strategies in 
English speaking countries (Oxford & Nyikos, 1989). The primary research instrument for all 
four studies was adapted from Oxford’s (1990) Strategy Inventory for Language Learning 
Questionnaire, which focuses on general language learning strategies rather than any specific 
strategies.  
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Only Rui-Ma’s (2011) study focused on exploring the effects of gender, academic fields, region 
of origin on the use of Developing-EOCS by 384 ESL learners in the United States (see Section 
2.2.2). The quantitative results revealed that academic fields did not have a significant effect on 
the participants’ use of Developing-EOCS. Also, the qualitative results indicated science 
students paid the similar amount of attention to spoken English as the humanities/social students 
did, because science students were required to present their scientific data orally in public, 
instead of working silently in the labs. The integration of these two results reported that 
academic fields did not make significant difference in the use of Developing-EOCS by the 
participants (Rui-Ma, 2011).   
 
The literature suggests that further research needed in two areas. First, more diverse research 
instruments should be used to explore the effect of academic major on choice and use of different 
language learning strategies in general, and OCS in particular. Second, more studies should be 
conducted both in the TNE contexts, in which learners employ different language learning 
strategies to undertake international programs that are delivered in English in their non-English 
speaking countries.   
 
The current study focuses on exploring EOCS used by Vietnamese students who were 
undertaking TNE APs in theVietnamese educational context. The influence of the participants’ 
academic majors (Accounting, Crop Science, International Business Administration and Finance) 
will be investigated in relation to the choice of EOCS in both the quantitative and the qualitative 
phases of the research. Therefore, findings from this study are highly likely to provide a valuable 
contribution to our understanding of EOCS.  
 
2.3.7. Educational context 
 
As discussed earlier, Gardner’s (1985) social educational theory describes the relationship 
between individual differences and educational contexts. This theory states that educational 
contexts play a significant role in determining learners’ choice of language learning strategies 
(Gardner, 1985). Similarly, Rubin (1981) found that there was a close connection between 
language strategy use and the activities and setting in which the learning took place. Differences 
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in language educational contexts can be classroom practices compared with natural social 
settings (Lafford, 2004), prestigious universities compared with less prestigious colleges 
(Watanabe, 1990), or second language settings compared with foreign language settings (Lu, 
2005).  
 
The study by Watanabe (1990) focused on the relationship between general language learning 
strategies and university prestige or language educational contexts, respectively.Two other 
studies (Lafford, 2004; Lu, 2005) explored the choice and use of OCS in relation to the 
educational contexts where participants were studying. Because the present study will explore 
the choice and use of EOCS of language learners undertaking TNE programs in Vietnam, the 
latter two studies will be briefly discussed in this section.  
 
With regard to OCS in the Chinese second language context, Lu (2005) investigated the Chinese 
learning strategies used by 24 American exchange students who joined a four-week summer 
course in China. These participants were asked about their strategy use both in China and back in 
the United States. The participants reported using compensation strategy more frequently in both 
the United States and China. The participants indicated using first language-avoidance, accuracy 
and metacognitive strategies more frequently in the United States. The data analysis showed that 
the choice of speaking strategies changed considerably based on the experience and language 
proficiency that the participants gained over time (Lu, 2005).  
 
In another study, Lafford (2004) compared the effect of two educational contexts, at-home 
classroom versus study-abroad classroom, the choice and use of Coping-OCS to overcome the 
communication gaps of Spanish language learners. The participants were divided into two 
groups: an at-home group of 20 learners studying at the University of Colorado in the United 
States (a non-Spanish-speaking country) and a study-abroad group of 26 learners who were on 
exchange programs in Spain. To be eligible for the study, participants had to have been born in 
the United States, speak English as their first language, not speak Spanish at home and have no 
experience studying abroad in a Spanish-speaking country. During the research treatment time, 
the at-home group of learners studied Spanish in their own university for one semester, while the 
study-abroad group lived with host families in Spain. Data collection instruments included the 
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Language Contact Profile questionnaire, which was administered at the beginning of the study 
and again at the end of the treatment time. The data analysis identified 26 Coping-OCS used by 
the participants that were arranged into three main categories: first language or English language 
based, direct or interactional, and problem-orientedness.  
 
In comparing the educational context, the results revealed a considerable effect of educational 
context on the use of Coping-OCS. Participants in the study-abroad group were found to use 
fewer Coping-OCS in all three categories than participants in the at-home group. The more time 
the study-abroad group spent using Spanish outside the classrooms or speaking with their 
Spanish host families, the fewer Coping-OCS they used in their communicative interactions in 
Spanish.   
 
These two studies were closely related to the OCS and two language educational contexts other 
than English language. Lu’s (2005) study explored speaking strategy use in relation to Chinese 
foreign language settings for learners of Chinese, and Lafford’s (2004) study investigated the use 
of OCS in relation to Spanish language settings for learners of Spanish.   
 
To date, there has been almost no research focusing on the relationship between both Coping-
EOCS and Developing-EOCS and English language contexts. There is a need for further 
research on the choice and use of EOCS by participants from a variety of educational contexts 
(e.g., location, prestige or reputation of the academic institution). The present study specifically 
concentrates on exploring Coping-EOCS and Developing-EOCS used by participants who were 
undertaking TNE APs in both inner city and suburban academic settings. The researcher will 
also consider the issue of whether or not the location and prestige of the university affects the 
choice and use of EOCS by these participants.  
 
In conclusion, this section has reviewed the literature on the classifications and taxonomies 
of OCS as well as the relationships between use of both Coping-OCS and Developing-OCS 
and learner factors (motivational orientation, social and cultural background, language 
proficiency levels, teaching and learning methods, gender, academic major, and educational 
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context). This literature review has highlighted the contributions of previous researchers and 
identified the gaps in the research that need further study. 
 
2.4. Theoretical lenses 
 
A theory is defined as:  
 A set of interrelated constructs (concepts), definitions, and propositions that present a systematic 
view of phenomenon by specifying relations, among variables, with the purpose of explaining and 
predicting phenomena. (Kerlinger, 1986, p. 9)   
No particular theory has informed the research on EOCS. As indicated earlier, EOCS are defined 
as the tools that learners of English use to overcome their English oral communication problems 
and to develop their English oral communicative competence in academic and social practices.   
This definition was contructed by a combination of two separate categorisations of Oral 
Communication Strategies introduced previously scholars and researchers (see Section 2.2.1). 
According to this definition of EOCS, it is clear that a social interactionist perspective best 
frames this study. The emphasis that Vygotsky (1978) placed on the role of social interaction in 
constructing knowledge is central to many forms of constructivism. His perspective is referred to 
as social constructivism. In recent years, social constructivism has been increasingly applied to 
learning and teaching with a greater focus on learners (Nguyen, 2014). Rather than being 
interested in how knowledge is acquired, the focus is on how knowledge is constructed (Nguyen, 
2014; Vygotsky, 1978; Yuan, 2012). As the the current research focuses on the learners’ 
perspective of their language learning strategies, social constructivism is regarded as the most 
appropriate research paradigm for this study.   
 
Within this paradigm, a number of theories and perspectives are used to inform the investigation 
of EOCS specifically, namely, Freeman and Freeman’s (2001) second language acquisition 
theory, Norton’s (1995) and Vygotsky’s (1978) social-cultural theories, and Bandura’s (1986) 
social-cognitive theory. As the present study focused on Vietnamese learners who were learning 
English as a foreign language and who were using EOCS to communicate with their peers in 
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their academic and social lives, Freeman and Freeman’s (2001) theory of second language 
acquisition will be a significant reference. In this theory, the researchers stated that learning a 
second language consists of a variety of on-going learning opportunities by which language 
learners are capable of progressing from limited knowledge of a new language to a competency 
equivalent to that of a native speaker.  
 
Vygotsky’s notion that language represents the cultural values of each society, and is a social 
phenomenon that can distinguish different communities and societies will also be important in 
analysing and interpreting the relationships between language and culture evident in the data. 
Nortons’ socio-cultural perspective (1995) on second language learning, which highlights the 
importance of social experiences in the language learning process will inform the identification 
of the types of EOCS used by Vietnamese students in different academic and social practices. 
 
One of the primary purposes of the current research was to explore a range of factors (e.g., 
learner factors, social and cultural factors) that influence the choice and use of EOCS of 
Vietnamese students in a Vietnamese context. In addition to the theoretical lenses described 
above, the social cognitive theory of Bandura (1986) will be used as another theoretical lens to 
help the researcher identify and interpret these factors. The first reason for this choice is that in 
social cognitive theory, Bandura emphasized the importance of integrating individuals and social 
interaction in their learning process. In other words, in this theory, Bandura claimed that 
individuals can have enactive learning, vicarious learning and observational learning intertwined 
in their learning process. This includes a variety of elements such as attention, retention, 
production and motivation (Bandura, 1986). These will be helpful in exploring different learner 
factors such as cultural ways of thinking, productive silence, and motivational orientation that 
might influence the choice of EOCS. The second reason is that in his social cognitive theory, 
Bandura (1986) clarified that whenever individuals have social interaction in their cultural and 
social practices, their personal, environmental and behavioural factors all operate as interacting 
determinants of each other. Bandura’s categorisation of influences, namely personal, 
environmental and behavioural, will be used to help identify the factors that might influence the 
choice and use of EOCS by Vietnamese students in a Vietnamese educational context. Figure 2.1 
illustrates the relationships among the influencing factors suggested by Bandura’s theory.  
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PERSONAL FACTOR  
(e.g., gender, language proficiency, motivation)  
 
 
 
 
 
 
 
 
 
ENVIRONMENTAL FACTOR    BEHAVIOUR/ ACTION  
(e.g., educational background                                   (e.g., feedback from attempts)  
, cultural background)  
      
Figure 2.1. Possible factors influencing the choice and use of EOCS by Vietnamese students in 
TNE APs in Vietnam based on Bandura’s (1986) social cognitive theory  
 
These three theoretical lenses, that is, Freeman and Freeman’s (2001) second language 
acquisition theory, Norton’s (1995) and Vygotsky’s (1978) social-cultural theories, and aspects 
of Bandura’s (1986) social cognitive theory, will be revisited and discussed further in the 
chapters that follow on the interpretation of data and the triangulation of research findings (see 
chapters 4 and 5). 
 
2.5. Summary 
 
This chapter started with a review of the literature on OCS of second language or foreign 
language learners, including a historical review and the definitions, classifications and 
taxonomies of OCS. Two forms of OCS – Coping-OCS and Developing-OCS – have been 
identified based on the problem-orientedness and potential consciousness criteria from the 
psycholinguistic perspective. Coping-OCS are defined as the strategies that language learners use 
to solve oral communication problems that emerge in interactions with peers in the target 
language. Developing-OCS are defined as the strategies that language learners use to improve or 
enhance their oral communication skills. Different classifications and taxonomies of both 
Coping-OCS and Developing-OCS were reviewed in the first section of this chapter.  
Choice and 
Use of EOCS 
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This was followed by an overview of the research on learner factors that influence the choice and 
use of Coping-OCS and Developing-OCS by language learners in different educational contexts. 
This review suggests that there have are some research gaps relating to the influence of factors 
(e.g., gender, motivation, language proficiency, cultural and educational background and 
educational context) on OCS use of learners in the TNE APs in the Vietnamese educational 
context. Therefore, the current research not only fills the research gaps, but also contributes 
significantly to the field.  
 
Under the umbrella of the social-constructivist paradigm, a number of theories will be used as 
the theoretical lenses by the researcher to interpret or triangulate collected data for the purposes 
of the current research. The following chapter describes the research design, data collection, 
analysis methods and ethical considerations for this study. 
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Chapter 3: Research design 
_______________________________________________________ 
 
3.1. Introduction 
 
To address the two research questions raised in Section 1.5, the research used a mixed methods 
approach involving quantitative and qualitative phases. The quantitative survey phase was 
conducted with 362 Vietnamese students studying in four Transnational Education Advanced 
Programs (TNE APs) from three state universities in Hanoi, Vietnam, while the qualitative 
interview phase was undertaken with 20 participants who had completed the quantitative survey 
and had volunteered to attend individual interviews with the researcher.  
 
This chapter describes and justifies the research design (Section 3.2). This is followed by the 
sites of the research (Section 3.3) and a description of the quantitative and qualitative phases of 
the research (Sections 3.4 and 3.5, respectively). These sections include a discussion of the data 
collection and analysis methods that were employed. Finally, the ethical considerations of the 
research are discussed (Section 3.6).  
 
3.2. Research design 
 
Research design is defined as a process consisting of four elements that are inter-related (see 
Figure 3.1). Crotty (1998) noted that there was an existing interrelationship among these 
elements, which is informed by the particular theoretical stance adopted by the researcher. 
 
Figure 3.1. Four elements of research design (adapted from Gray, 2004, p. 16) 
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The most important stage in research design is the selection of a relevant research paradigm, 
which can be also defined as a philosophical worldview (Mertens, 2010, Creswell, 2009), or an 
epistemologically philosophical stance (Gray, 2004; Neuman, 2000).  Theoretically, a research 
paradigm is defined as “a conceptual model of a person’s worldview, completing with the 
assumptions that are associated with that view” (Tashakkori & Teddlie, 2003, p.139). 
Researchers tend to adopt a research paradigm to guide the research methodology, and to choose 
the specific methods or procedures of research (Creswell, 2009; Mertens, 2010). In this case, the 
research paradigm that is most appropriate is social constructivism and the theoretical 
perspective that best summarises the three theoretical lenses discussed in the previous chapter, is 
intrepretivism (Creswell, 2009; Gray, 2004).  In interpretivism, the world is interpreted through 
the classification scheme of the mind, and interpretervists are interested in focusing on those 
aspects that are "unique, individual and qualitative" in the social world (Crotty, 1998, p. 68).  
 
Interpretivism was regarded as the most appropriate theoretical perspective in guiding the 
researcher in selecting relevant research methodology and methods. Interpretivist researchers 
often use "their own backgrounds" to shape their interpretation, and "they position themselves in 
the research to acknowledge how their interpretation flows from their personal, cultural and 
historical experiences" (Creswell, 2009, p. 9). In this case the researcher shares the mother 
tongue and Asian cultural background of the participants and understands the TNE AP university 
context having worked at Hanoi Open University for ten years.  This shared personal background 
will inform and shape the researcher’s interpretation of participants' responses. The researcher's 
experiences in studying and living in an English-speaking country (i.e., Australia) is also an 
advantage in understanding the choice of particular EOCS that the participants adapted from 
their current Western TNE programs.  
 
As indicated earlier, research methology is the third element of the research design. Historically, 
two types of research methodology, namely qualitative and quantitative, have been dominant in 
the research community, each within different research paradigms. However, mixed methods 
have become increasingly popular in educational and psychological research (Creswell, 2009; 
Creswell &Clark, 2013; Johnson, Onwuegbuzie, & Turner, 2007; Mertens, 2005, 2010; Ross, 
Richards, & Seedhouse, 2011; Tashakkori & Teddlie, 2003, 2010; Yin, 2009). The expansion of 
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mixed methods research has resulted in discussions of whether the two paradigms can be mixed 
in a single study. This has led to the two opposing viewpoints within the mixed methods 
community (Creswell & Clark, 2011; Tashakkori & Creswell, 2007). First, a number of 
researchers argue that there is no possibility of combining or mixing the paradigms because 
“quantitative and qualitative methods represent two different paradigms, they are 
incommensurate” (Nguyen, 2014, p.62). However, many other researchers claim that what works 
in research is what is useful and should be used, regardless of any philosophical or paradigmatic 
assumptions.  In particular, researchers should consider the notion of ‘fit for purpose’ when 
deciding on the methodological approach to be taken in the research (Gray, 2004, p.17). For the 
current research the latter viewpoint is most appropriate and the researcher has chosen to employ 
mixed methods within a constructivist paradigm using an interpretivist perspective to guide the 
data analysis in order to gain a representative and broad overview of the oral communication 
strategies used by Vietnamese students undertaking TNE Aps as well as an in-depth 
understanding of the reasons for the choice and use of particular strategies. 
 
A mixed methods design, with both quantitative and qualitative data collection phases, was used 
by the researcher for three reasons. First, the mixed methods design allows the researcher to 
address research questions using a richer and stronger array of evidence than could be 
accomplished by a single method (Yin, 2009). Second, the mixed methods design enables the 
investigator to gain a better understanding of a complex phenomenon because the strengths of 
one method can add to the strengths of the other method (Creswell, 2013; Tashakkori & Teddlie, 
2010). Finally, qualitative data, with a stronger focus on process, meaning and interpretive 
practices, can provide rich data to support the quantitative data (Creswell, 2009, 2013; Johnson 
et al., 2007; Mertens, 2010; Ross et al., 2011). For instance, the researcher of the current study is 
interested in investigating cultural factors from participants (e.g., personal thinking, silence in 
oral communication, or non-verbal message), which can not be found from the questionnaire 
survey.    
 
In mixed methods research, researchers choose procedures for data collection and data analysis 
based on four important aspects: timing, weighting, mixing and theorising (Creswell, 2009; 
2013; Plowright, 2011; Tashakkori & Teddlie, 2003, 2010). In terms of timing, data can be 
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collected sequentially or concurrently, depending on the intention of the researchers. In the 
current research, quantitative data and qualitative data were collected concurrently to minimise 
the overall time required for data collection, especially given the geographical distances between 
research sites. 
 
The second factor influencing the choice of mixed methods procedures relates to the weighting, 
or priority, given to quantitative or qualitative methods in a single study (Creswell, 2009). The 
decision to give equal weight to different methods or to emphasise one method depends on the 
interest of the researcher, the audience for the study and the research questions (Creswell, 2013). 
In the current research, equal weight is given to quantitative and qualitative data collection, with 
the intention that one phase of the research will support the findings of the other phase of the 
research.  
 
One of the most difficult decisions for a mixed methods researcher is how to mix or integrate 
quantitative and qualitative data (Creswell, 2009; Plowright, 2011; Yin, 2009). Bryman (2006) 
claimed that mixed methods researchers often treat quantitative and qualitative data as separate 
research domains rather than bringing their findings together. Similarly, Yin (2009) stated that, 
in many cases, a lack of data integration means that mixed methods researchers may not have 
made the most of the data collected, and their research risks becoming multiple studies rather 
than a single cohesive study. Bryman (2006) suggested that it is essential to bring the two 
sources of data together to give more insight into the studied phenomenon, and that it is 
particularly valuable to consider whether the findings from the different methods suggest 
interesting contrasts or help to clarify each other. The mixing of quantitative data (which are 
often measured in numbers) and qualitative data (which are measured in transcripts and images) 
can be done at several stages: data collection, data analysis, interpretation, or at all three stages 
(Creswell, 2009). In the current research, the quantitative data and qualitative data were collected 
and analysed separately in a concurrent mixed methods design before being compared and 
contrasted in the interpretation phase of the research. Integration of the findings of the two 
phases of the research is presented in Chapter 5, in which the quantitative phase findings are 
compared and combined with the qualitative phase findings. Additional insight from the findings 
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of the qualitative phase that were not observed in the findings of the quantitative phase is 
considered in the interpretation stage. 
 
The final consideration in the choice of a mixed methods research design is whether or not there 
is a theoretical perspective to guide the overall research design. All researchers bring theories, 
frameworks and lenses to their studies that shape the types of questions asked, the choice of 
participants, the methods for data collection and analysis, the interpretation of results and the 
understanding of the implications of the study (Creswell, 2013). In quantitative research, 
discussion of the theory usually appears in the literature review, while in qualitative research, 
discussion of the theory usually appears in a separate section in the introduction where it is more 
commonly known as the theoretical lens or perspective, and helps to shape the types of questions 
asked to inform how the data are collected and analysed (Addison, 2010; Creswell, 2013). 
However, in mixed methods research, these theories or lenses may be explicit or implicit 
depending on the types of research strategies used. Creswell (2013) suggested that concurrent 
mixed methods strategies are more likely to have explicit theoretical perspectives, while 
sequential mixed methods strategies are more likely to have implicit theoretical perspectives. 
The current research used a concurrent mixed methods approach within the social constructivism 
paradigm and equivalent interpretivist perspective, which were discussed in Section 2.4.   
 
The current study used the concurrent triangulation approach, in which the researcher collected 
quantitative and qualitative data simultaneously and then compared the findings from the two 
phases of the research to identify convergences and differences (Creswell, 2009). The 
quantitative data was collected using a four-section survey, the Factors Influencing English Oral 
Communication survey, which was designed to investigate learning strategies for oral 
communication in English and the factors influencing the choice and use of these strategies by 
Vietnamese students undertaking TNE APs in Vietnam. The quantitative phase of the research 
included 29 pilot survey respondents and 333 final survey respondents (a total of 362 
participants) who were pursuing four different TNE APs in three Vietnamese universities (see 
Section 3.4.4 for details of the quantitative phase participants). The qualitative data was collected 
during interviews with twenty participants. These participants were chosen from a list of 95 
participants in the quantitative phase of the study who had registered to participate in the 
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qualitative phase of the research (see Section 3.5.4 for details of the qualitative phase 
participants). The mixed methods design, including data collection, data analysis and comparison 
of the results, is illustrated in Figure 3.2. 
 
Figure 3.2. The concurrent mixed methods design of the current research. 
 
The following sections discuss the sites and two phases of the current research, including the 
rationale, instruments, participants, data collection and data analysis for each phase.   
 
3.3. Sites of the research 
 
The research was conducted at three Vietnamese universities namely, the Foreign Trade 
University, National Economic University, and Hanoi Agricultural University, where a number 
of TNE APs were operating under management and support of Vietnam’s Ministry of Education 
and Training (MOET, 2008).  
 
As a reminder, in 2006, Vietnamese Government and Ministry of Education and Training 
(MOET) approved the implementation of ten TNE APs in nine highly-ranked Vietnamese 
universities (see Section 1.2). These three universities are among the nine MOET-nominated 
Vietnamese universities, which cooperated with and imported American curricula from three 
American universities to conduct a number of TNE APs in Vietnam. Specific information of 
each university and their current TNE APs are briefly summarised in this section.  
 
The Foreign Trade University, founded in 1960, is the most well-known state university in 
Vietnam, covering a wide range of training areas from economics to business and law. In 2006, 
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one TNE AP, majoring in International Business Administration, was implemented in the 
university. The curriculum of this TNE AP was imported from the Colorado University in the 
United States (FTU, 2015).  
 
Hanoi University of Agriculture, founded in 1956, is an educational and research university 
specializing in the agricultural sector. The university is located in a Hanoi suburban area, about 
30 km far from Hanoi city centre. In 2006, two TNE APs majoring in Crop Science and 
Agricultural Economic Management were implemented in the university. The curricula of these 
TNE APs were imported from the University of California, the United States (VHAU, 2015).  
 
National Economic University, established in 1956, is a highly reputed university in Hanoi, 
Vietnam. The university is responsible for training programs majoring in economics, 
management, and finance. In 2006, two TNE APs majoring in Finance-banking and Accounting 
were approved to be implemented in the university, which cooperated with and imported study 
curricula from Long Beach University, California State, United States (NEU, 2015). 
 
These three universities are different in three significant aspects: course provider, reputation and 
location. Information of these three universities are summarised briefly as follows. First, each of 
these universities offers different majors and disciplines and is responsible for granting different 
kinds of qualifications according to decisions of Vietnam’s Ministry of Education and Training. 
For example The National Economic University offers courses for students who want to major in 
accounting and financial-related disciplines such as Accounting, Finance, and Business 
management. The Hanoi Agriculture University is responsible for training students majoring in 
agriculture-related studies such as Crop Science, Environmental Science, Food Processing 
Technology, and Veterinary Science. The Foreign Trade University offers courses for students 
who want to major in business disciplines including International business Administration, 
Foreign trading, and International relationships. Second, the reputations of these universities are 
based on student entry criteria, graduate outcomes, qualifications of teaching staff, teaching 
quality and qualification recognition. According to these criteria, the Foreign Trade University 
and National Economic University are ranked as the nationally recognised, most prestigious 
universities in Vietnam, while Hanoi Agriculture University is ranked as a locally-recognised 
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university in Hanoi city. Finally, referring to location, two universities, Foreign Trade University 
and National Economic University, are located in the centre of Hanoi city, while Hanoi 
Agriculture University is located in the suburban area, around 30 kilometres from Hanoi CBD. 
These three aspects (i.e., provider, reputation and location) will be considered by the researcher 
in comparing the choice and use of Coping-EOCS and Developing-EOCS by students from each 
university setting. 
 
3.4. Quantitative phase of the research 
 
This section presents details of the quantitative phase of the research, including justification of 
the choice of survey design, the survey construction, data collection and analysis procedures. The 
quantitative phase of the current research was designed to address research question 1, which had 
two specific sub-questions (1a and 1b).  
 
Research question 1:  
 (a) What strategies do Vietnamese students in TNE APs use to cope with the problems they  
encounter in English oral communication?  
 (b) What influences the choice and use of these Coping-EOCS? 
 
3.4.1. Justification for the survey design of the research 
 
Surveys are often used to obtain a numeric description of trends, attitudes or opinions by 
studying a large sample of respondents drawn from a defined population (Mertens, 2010). Then, 
based on the sample results, quantitative researchers can generalise or make inferences about the 
population (Creswell, 2009, 2013). Surveys have become popular instruments in educational 
research for their wide range of applications and benefits such as the efficient use of financial 
resources and the researcher’s time and effort (Dörnyei, 2007; Frazer & Lawley, 2000) as well as 
fast and straightforward data processing using modern computer software (Creswell, 2013; 
Dörnyei, 2007).  
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For the current research, a survey was chosen for the quantitative phase because of the speed of 
data collection and because it allowed the researcher to obtain rich data from a relatively large 
population (Creswell, 2013). A survey instrument means that respondents do not need to spend a 
lot of time working out how to express their points of view (Dörnyei, 2007). And, given the 
limited time and resources of a PhD student, and to meet the purposes of the quantitative phase 
of the research, a survey was considered as the most appropriate methodology.  
 
3.4.2. Survey construction 
 
When collecting valuable data, it is important to spend considerable time on the construction of 
the survey instrument (Creswell, 2013; Hinkin, 1995). The primary reason is that keeping the 
survey short is “an effective means of minimising response biases caused by boredom or fatigue” 
(Hinkin, 1995, p.968).  
 
As discussed in the literature review of EOCS (Section 2.3), various characteristics of the 
learners influence the learners’ choices and use of the strategies for learning the English 
language. Therefore, six areas related to the use of EOCS were included in the four sections that 
comprised the Factors Influencing English Oral Communication survey: gender, academic major, 
university context, English proficiency levels, motivational orientation and types of EOCS. Each 
section consisted of several items. Section 1 included six items to collect demographic 
information about the respondents: gender, academic major, university context, and duration of 
English study. Section 2 contained the Coping-EOCS scale to collect data on the types of 
strategies used by these participants to cope with their English oral communication problems. 
Section 3 contained the Motivational Orientation scale, which was used to collect data on the 
reasons for respondents choosing their TNE APs. Section 4 contained the English Oral 
Proficiency scale, which consisted of five items to collect data about the respondents’ English 
proficiency. Two out of three survey scales, Coping-EOCS and English Oral Proficiency scales, 
were adapted from pre-existing scales dveloped by Nakatani (2006) and Padilla and Sung (1999), 
respectively, while the remaining scale, the Motivation Orientation scale, was firstly developed 
in this study (see Table 3.1 below).  
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Two of the scales (the Coping-EOCS scale and the Motivational Orientation scale) used a 5-
point Likert scale response format because this can help to reduce questionnaire completion time 
and the data can be easily imported and analysed using statistical packages such as SPSS 
(Creswell, 2013; Hinkin, 1995). The use of an unbalanced 5-point scale is “widely accepted as a 
proxy internal level of measurement in line with common practice in educational research” 
(Dörnyei, 2007, p. 66). The English Oral Proficiency scale used a format in which learners 
assessed their own oral English proficiency by choosing the number from 1 to 6 that best 
described their perceived proficiency in speaking and listening.  
 
Table 3.1 
 Summary of Sections in the Factors Influencing English Oral Communication Survey  
 
Sections Content Scale No. of items 
1 Learner’s general information   6 
2 Learner’s coping EOCS  Coping-EOCS 55 
3 Learner’s reasons for undertaking the TNE APs  Motivational Orientation 20 
4 Learner’s English oral proficiency level English Oral Proficiency 5 
 
The Factors Influencing English Oral Communication survey was prepared in both English and 
Vietnamese so that participants were able to answer the questions in either language, depending 
on which made them feel more comfortable and confident in getting their message across 
(Tomlinson & Dat, 2004). Anonymous surveys help to increase response rates from participants 
(Lodico, Voegtle, & Spaulding, 2006; Mokhtari, 2007). On the cover page of the survey, 
participants were asked to provide their personal information (e.g., mobile telephone number or 
email address) only if they wished to volunteer to participate in the qualitative phase in the 
research. Information from this cover page was separated from the rest of the questionnaire and 
kept by the researcher to invite participants to the qualitative phase of the research (see Appendix 
A1 for more information on the Factors Influencing English Oral Communication survey). The 
design of these three scales is described in more detail in the following sections. 
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Coping-EOCS scale 
 
The Coping-EOCS scale was used to explore the language learning strategies used by 
participants to cope with their oral English communication problems, specifically speaking and 
listening problems while interacting with peers. The literature on language oral communication 
strategies describes these types of strategies as Coping-EOCS to distinguish them from 
Developing English Oral Communication Strategies (Developing-EOCS; see Section 2.2.2).  
 
The Coping-EOCS scale was adapted from the Oral Communication Strategy Inventory, which 
was developed by Nakatani (2006) for EFL learners in a Japanese context. The reasons for 
choosing Nakatani’s (2006) Oral Communication Strategy Inventory were as follows. First, the 
Oral Communication Strategy Inventory had been used successfully to investigate the strategy 
use of female EFL learners from Japan. In a simulated communication task, the internal 
consistency of the Oral Communication Strategy Inventory was confirmed with a Cronbach’s 
alpha of α = .86 for the speaking subscale and α = .85 for the listening subscale. Nakatani (2006) 
stated that the Oral Communication Strategy Inventory could be used to “examine accurately 
how learners use strategies when interacting with their communication peers in actual English as 
a foreign language classrooms” (p. 152). Second, participants in the current research share 
similarities with the participants of the original study: both were in Asian regions and both were 
EFL students in a non-English speaking educational environment. Finally, Nakatani’s (2006) 
Oral Communication Strategy Inventory was particularly relevant to one of the current research 
purposes, that is, to explore the EOCS of Vietnamese learners when dealing with their 
communication difficulties in their current TNE APs.  
 
The original 58-item Oral Communication Strategy Inventory was designed with two subscales: 
one relating to strategies for coping with speaking problems (32 items) and the other relating to 
strategies for coping with listening problems (26 items). However, when translating these items 
into Vietnamese, the researcher realised that three items had unclear meanings or were not 
relevant to the Vietnamese language-learning environment. Specifically, the meaning of item 
S30 (“I try to talk like a native speaker”) was too general because the phrase “like a native 
speaker” can be understood as a native speaker’s pronunciation, accent or intonation. In addition, 
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item S23 (“I try to use fillers when I cannot think of what to say”) and item L15 (“I use 
circumlocution to react to the speaker’s utterance when I do not understand his/her intention 
well”) seemed to be ambiguous for Vietnamese students because the words fillers and 
circumlocution are not commonly known by Asian students in the context of oral 
communication. After consulting with two teachers who are native speakers of English and two 
English language teachers from Vietnam, the researcher decided to remove these three items 
from the Coping-EOCS scale. Consequently, the adapted Coping-EOCS scale had a total of 55 
items with two subscales: the Speaking subscale (30 items) and the Listening subscale (25 
items).  
 
For the Coping-EOCS scale, participants were asked about the frequency with which they used 
certain strategies in oral communication. The response format for these items used a 5-point 
Likert scale ranging from 1 (never or almost never true of me) to 5 (always or almost always true 
of me. The Coping-EOCS scale was included in section two of the Factors Influencing English 
Oral Communication survey (see Appendix A1). 
 
Motivational Orientation scale 
 
As explained in Chapter 2, motivational orientation refers to the reasons why people decide to do 
certain activities (see Section 2.3). Therefore, the Motivational Orientation scale in this research 
was used to answer the question: Why did learners choose to enrol in the current TNE APs?  
 
As explained in the literature review in Chapter 2, several Motivational Orientation scales were 
designed for English language learners (see Pintrich, Smith, Garcia, & McKeachie, 1991; 
Schmidt & Watanabe, 2001) in different educational contexts. However, these Motivational 
Orientation scales have mostly been used to assess college students’ motivational orientation and 
their use of different learning strategies in their overseas study programs. The purpose of the 
current research was to investigate the motivational orientation of, or reasons for, local 
Vietnamese students studying TNE APs in English language in their home country. The literature 
review in Chapter 2 found that there were no Motivational Orientation scales designed for 
Vietnamese students in a Vietnamese educational context. Thus, the Motivational Orientation 
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scale used in the current research was designed, developed and used for the first time by the 
researcher in this educational context (see Appendix A1 for details of the Motivational 
Orientation scale). The Motivational Orientation scale consisted of 20 items reflecting the major 
motivational orientations identified in the literature:  
 English language improvement (6 items; e.g., “English competence helps me to make 
friends with different people in the world” – item 9) 
 further study (1 item; e.g., “I would like to study further overseas for MA or PhD degrees” 
– item 2) 
 parents’ desire (1 item; e.g., “My parents want me to get Western qualification in Vietnam 
without traveling overseas” – item 3) 
 employability (2 items; e.g., “I believe these APs will help me to have higher salary jobs in 
future” – item 1) 
 qualifications (3 items; e.g., “I choose the Advanced Programs (APs) to be able to get two 
degrees after graduation as advertised” (Western degree and Vietnamese degree) – item 4)  
 Western program attraction (7 items; e.g., “I registered for the Advanced Programs to have 
the chance to learn internationally designed curriculum in Vietnam” – item 13) 
 
The participants were asked to read the 20 items and choose a response for each by circling a 
number on a 5-point Likert scale ranging from 1 (never or almost never true of me) through to 5 
(always or almost always true of me; see Appendix A1). It is due to the fact that English language 
and Western curriculum were the new aspects in these TNE APs in Vietnam, therefore, the 
number of motivational orientation items involving these two aspects overweighed in compared 
with others.  
 
English Oral Proficiency scale 
 
The English Oral Proficiency scale was used to examine the current level of English oral 
communication proficiency of the participants (see Appendix A1). This scale was adapted from 
Stanford University’s Foreign Language Oral Skills Evaluation Matrix developed by Padilla and 
colleagues (Padilla & Sung, 1999). The scale consisted of five questions asking learners to self-
avaluate their English oral communication competence, ranging from level 1 (the lowest 
 ---------------------------------------- 
  95 
 
proficiency) to level 6 (native-like proficiency). There are two reasons for the adaptation of this 
scale to Vietnamese participants. First, it was reported being accurate in explaining the 
requirement of the language proficiency for each score (Lindholm-Leary, 2001). Second, 
according to Naumnoi (2008), this scale was capable of distinguishing a higher level of oral 
competence than other scales. Therefore, this was recommended for administration in any 
language (Lindholm-Leary, 2001).  
 
Quantitative researchers have used self-reported surveys because they allow higher productivity, 
increased autonomy, higher motivation and lower frustration than other types of surveys 
(Marian, Henrike, & Margarita, 2007; Naumnoi, 2008; Ross, 1998). Marian et al., (2007) noted 
that foreign language speakers answering self-reported surveys were able to assess their foreign 
language proficiency in ways that accurately and consistently reflected their actual behaviours. 
Generally speaking, adult learners are capable of using the Foreign Language Oral Skills 
Evaluation Matrix scale to self-report their English oral communicative skills when English is 
not their first language (Naumnoi, 2008).  
 
In this study, the participants were asked to self-report their English oral communicative 
competence in the five domains of speech included in the EOCC scale: listening comprehension, 
fluency, vocabulary, pronunciation and grammar in speech. For each domain, there are six 
possible proficiency levels: pre-production, early production, speech emergence, low 
intermediate, high intermediate and native-like speaker, which correspond to rating levels of 1, 2, 
3, 4, 5 and 6, respectively. The total English Oral Proficiency scale score ranges from 6 to 30 
points and is calculated by summing a person’s ratings across the five items (Padilla & Sung, 
1999). The levels of proficiency and corresponding English Oral Proficiency scale scores are 
shown in Table 3.2.  
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Table 3.2 
The English Oral Proficiency Scale Scores (Padilla & Sung, 1999) 
 
Levels of proficiency Score range 
Pre-production 
Early production 
Speech emergence 
Low intermediate 
High intermediate 
Native-like speaker 
00–05 
06–10 
11–15 
16–20 
21–25 
26–30 
 
3.4.3. Survey administration 
 
After receiving ethics approval from Royal Melbourne Institute of Technology (RMIT) in May 
2013, the researcher contacted Dr Nguyen Ngoc Hung, current Deputy Minister of Vietnam’s 
Ministry of Education and Training, for permission to work with three state universities in 
Hanoi, Vietnam. These universities were among nine government-nominated Vietnamese 
universities to run the first TNE APs in 2006. At that time, Dr Hung was responsible for 
Vietnam’s National Language Teaching 2008–2020 project and the government-nominated TNE 
APs in Vietnam. An online permission letter and three referral letters gave the researcher official 
access to three universities and the related stakeholders of the TNE APs in these universities for 
data collection from June to September 2013 (see Appendix D1 and D2 for the permission letter 
and referral letters). 
 
By June 2013, TNE AP administrators had posted study information sheets and advertisement 
flyers on the information boards in the teachers’ common rooms and students’ lounges in the 
three target universities (see Appendix A4). The information sheets enabled teachers and 
students to be made aware of the study before commencement. With the assistance from the 
administration officers, the researcher’s entry into classrooms was negotiated with class teachers, 
who, in turn, informed their students of the purposes of the study, the design and the data 
collection procedures. The researcher used the same procedure at all three universities to collect 
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data. Paper-and-pencil surveys were distributed directly by the researcher to the target 
participants instead of online or emailed surveys for the following reasons. First, technological 
support for online or e-mail surveys was limited in the three Vietnamese universities. Second, 
response rates from online surveys can be poor (Dörnyei, 2007). Finally, and more importantly, 
in-person survey administration can result in more interaction and cooperation between the 
researcher and respondents. Through the in-person survey administration, the researcher had the 
opportunity to explain more about the purposes of the study to participants and their possible 
involvement in the qualitative phase of the study.   
 
To identify any issues relating to the use of terminology that may confuse respondents, the 
survey items were trialed with two Vietnamese EFL lecturers who were studying postgraduate 
courses in Melbourne, Australia. Confusing items were reworded and the survey was piloted to 
confirm that all items could be easily understood and there would be no biases affecting the 
survey (Dörnyei, 2007; Nguyen, 2014). 
 
From information provided by the administration officers in the three Vietnamese universities, at 
the time of the quantitative data collection, there were about 412 Vietnamese students in the 
second and third years of four TNE APs. The quantitative data collection was conducted with 
these students in two sequential stages: the pilot survey and the final survey. The reasons for 
choosing second year and third year students as participants for the research will be discussed in 
Section 3.4.4.  
 
The pilot survey was conducted with one TNE AP class of 32 students in June 2013. The pilot 
survey aimed to test the format and order of questions and to ensure that participants understood 
the questions (Mertens, 2010; Stangor, 2011). The pilot survey participants were given an extra 
blank sheet of paper to write down any comments or suggestions about the survey items that did 
not make sense to them (Lodico et al., 2006). The researcher collected a total of 29 pilot 
questionnaire sheets at the end of the lesson. From the feedback and recommendations provided 
by the pilot survey participants, the researcher revised and rearranged the order of items in the 
Motivational Orientation scale to complete the final version of the survey. For example, item M5 
of the pilot survey (“I would prefer to study further overseas for MA or PhD degree”) was 
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revised as “I would like to study further overseas for MA or PhD degrees” and moved to item 
M2 in the final survey so that it was in a group of items related to travelling (M1, M2 and M3). 
Item M2 in the pilot survey “I really enjoy learning English as a benefit of these APs” was 
moved to the order of item M7 in the final survey so that it was close to other items related to the 
English improvement (e.g., item M8 – “Being able to speak English fluently will lift my social 
status” and item M9 – “English competence helps me to make friends with different people in 
the world”). 
 
The final survey was conducted between July 25
th
, 2013 and September 25
th
, 2013 with the 
remaining 380 students from the four TNE APs (excluding the 29 pilot survey participants). A 
more detailed description of participants is included below. The researcher distributed the final 
survey with the assistance of three administrators currently working in the three universities. A 
total of 363 (95.5%) survey sheets were received by the researcher, and of these 333 contained 
complete data. Following entry into a Microsoft Excel spreadsheet, the data were exported to 
SPSS Version 21 for quantitative data analysis. The appropriateness of the sample is described in 
the following section (see Section 3.4.4). Table 3.3 summarises the steps and timing of the data 
collection over the four months (approximately 16 weeks) of the quantitative phase of the 
research.  
 
Table 3.3 
Survey Procedures in the Quantitative Phase of the Research  
 
Steps Activities  Time Venue Participants  
1 Information sheets  June 2013 3 universities  N = 412* 
2 Pilot survey June 2013 1 university  N = 29 
3 Final survey July-Sept 2013 3 universities  N = 333 
Note. * = the estimated number of AP students that were expected to receive the information sheets. 
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3.4.4. Participants in the quantitative phase 
 
Participation in the quantitative phase of the research will be discussed in this section in two 
separate parts: sample size and participants.  
 
Sample size 
 
Sampling is the process of selecting individuals to participate in a research study or selecting 
given number of people (or things) from a population to represent that population in a study 
(Gravetter & Forzano, 2009; Halcomb, Caldwell, Salamonson, & Davidson, 2011; Mertens, 
2010). Mertens (2010) noticed that, because there are no sampling strategies that are exclusive to 
mixed methods research, mixed methods researchers usually combine the sampling strategies 
that are traditionally used in qualitative and quantitative research. Sampling considerations in 
mixed methods research depends on the particular requirements of each study component 
(Halcomb et al., 2011). In the current research, the mixed methods design consisted of two 
separate phases, and consequently, required two sampling methods.  
 
It has been suggested that sample size should be a priority for researcher using quantitative 
surveys because the number of survey respondents – the sample size – is important for the 
reliability and validity of the survey (Creswell, 2009). One of the most important considerations 
of the sample size in relation to assessing the validity of questionnaire scales is the response-to-
item ratio, that is, “the number of responses needed per item on the survey” (Nguyen, 2014, p. 
68).  
 
Costello and Osborne (2005) evaluated the accuracy of estimating a population factor structure 
by using different response-to-item ratios (e.g., 2:1, 5:1, 10:1 and 20:1). The findings of their 
simulation study suggested that a response-to-item ratio of 20:1 reproduced the correct 
population factor structure 70% of the time, while a 10:1 ratio reproduced the correct structure 
60% of time (Costello & Osborne, 2005). In the current research, the 20:1 ratio and the 10:1 ratio 
were deemed sufficient for testing the internal consistency and validity of the scales used in the 
survey. The sample size required for this study was based on the number of items in the 
 ---------------------------------------- 
  100 
 
researcher-designed Motivational Orientation scale because the Motivational Orientation scale 
was developed for the purpose of this study and had not undergone psychometric testing before. 
The Motivational Orientation scale had a total of 20 items and, therefore, the 20:1 ratio 
suggested a sample size of 20 × 20 = 400 participants, while the 10:1 ratio suggested a sample 
size of 20 × 10 = 200 participants. Thus, a sample size ranging from 200 to 400 participants was 
needed because a smaller sample size may result in the misclassification of items into the wrong 
factors and poor estimation of eigenvalues and factor loadings (Costello & Osborne, 2005).  
 
In the quantitative phase of the research, convenience sampling was used to obtain a sample size 
that would meet the required response-to-item ratio. 
 
Participants 
  
Participants selected for this study were second-year and third-year students undertaking four 
TNE APs at three Vietnamese universities in Northern Vietnam. The first-year students of these 
TNE APs are often required to learn the English language and some basic foundation subjects, 
including maths and computer skills, to prepare them for the mainstream TNE APs that are 
taught in English. This survey data in this research was collected after students had completed 
their first-year foundation studies. A period of at least one year of involvement in the TNE APs 
would enable these students to get acquainted with the new studying environment that was 
substantially different from their previous studies and to develop a greater understanding of what 
they were learning and would learn in the future. Therefore, only the second-year and third-year 
students were considered appropriate for the purposes of this exploratory research.  
 
All participants were fully informed of the aims and significance of the study through the 
advertisement flyers provided in advance of recruitment. Participants were informed that 
participation was voluntary and that they had the right to withdraw from the study at any time 
(see Appendix A3).  
 
The survey was delivered to 412 second year and third year Vietnamese students at three 
universities in two stages of the survey: pilot survey and final survey (see Section 3.4.3).  From 
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this sample size, 362 students (29 students in the pilot survey and 333 students in the final 
survey) responded completely and returned the survey sheets to the researcher. 29 pilot students 
were not asked to respond to the final survey to avoid the issues of answering twice in this 
anonymous survey.  The pilot survey data were not used in the final data analysis because some 
of the scale items were not the same (see Section 3.4.3). A summary of the number of 
participants compared with the number of Vietnamese students currently undertaking TNE APs 
in the three Vietnamese universities is given in Table 3.4.  
 
The final survey data were collected from 333 participants. This sample size was within the 
range recommended by response-to-item ratios of 10:1 (N = 200) and 20:1 (N = 400) that were 
suggested by Costello and Osborne (2005). The sample size of 333 also satisfied the minimum 
sample size of 300 that was required for later factor analysis procedures, as recommended by 
Tabachnick and Fidell (2001; see Section 3.4.5 for explanation of factor analysis).  
 
Table 3.4 
Number of Vietnamese Students Undertaking TNE APs in Three Universities in Comparison with 
Participants in the Current Research 
 
 Students at HAU Students at FTU Students at NEU 
 TNE AP 
students 
Research 
participants 
TNE AP 
students 
Research 
participants 
TNE AP 
students 
Research 
participants 
2nd year 58 37 55 51 90 53 
3rd year 49 51 40 28 120 113 
Total  107 88 95 79 210 166 
Response rate  82 %  83% 79% 
Note. HAU = Hanoi Agriculture University; FTU = Foreign Trade University; NEU = National Economic 
University; TNE AP = Transnational Education Advanced Program. 
 
 
As discussed earlier, section 1 of the Factors Influencing English Oral Communication survey 
collected general information of the participants, including gender, study majors, universities, 
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and duration of learning English. Table 3.5 summarises the demographic information of the 
research participants.  
 
It can be seen that a majority of respondents were female, in the third year of their TNE APs, and 
nearly half of them were undertaking the finance major and accounting major at the National 
Economic University. Also, almost three quarter of respondents reported that they had learnt 
English language from 5 to 10 years at Vietnamese schools and universities.  
 
Table 3.5 
Demographic Information of the Quantitative Phase Participants (N = 333) 
 
 
Demographic information Participants 
N % 
Gender Male 97 29.1 
Female 236 70.9 
Studying year at TNE Second-year  143 42.9 
Third-year 190 57.1 
Universities  Foreign Trade University 79 23.7 
Hanoi Agriculture University 88 26.4 
National Economic University 166 49.8 
Majors Accounting  55 16.5 
Crop Science  88 26.4 
Finance  111 33.3 
International Business 
Administration 
79 23.7 
Years of English study 1–3 years  33 9.9 
3–5 years  39 11.7 
5–10 years  142 42.6 
Over 10 years 119 35.7 
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3.4.5. Data analysis 
 
Data collected from the survey were coded and checked to ensure anonymity and confidentiality 
before data entry. Participants were assigned identification numbers that consisted of the initial 
letter of their TNE AP and a number ranging from 1 to 333; participants from Foreign Trade 
University were assigned numbers from 1 to 79, participants of National Economic University 
were assigned numbers from 80 to 246, and Hanoi Agriculture University participants were 
assigned numbers from 247 to 333.  
 
The coded data were first entered into a Microsoft Excel worksheet and then imported into a 
SPSS Version 21 data file. Data analyses were conducted using the statistical analysis software 
packages Factor version 9.2 (Lorenzo-Seva & Ferrando, 2006) and IBM SPSS Statistics version 
21 (IBMCorp., 2012). Preliminary analyses were undertaken to ensure the accuracy of the data, 
and assess the reliability of the scales. The data file was also examined visually for missing data 
with support and assistance of a statistical consultant from Royal Melbourne Institute of 
Technology (RMIT) University, Australia.  
 
In the analysis of the survey data, exploratory factor analysis was employed. Exploratory factor 
analysis is a statistical technique that is commonly used for the analysis of questionnaire data in 
psychology and the social sciences because it allows researchers to condense a large set of 
variables to a smaller and more controllable number of factors or dimensions (Kline, 1994; 
Pallant, 2011; Pett, Lackey, & Sullivan, 2003).  
 
Rationale for the use of exploratory factor analysis 
 
Exploratory factor analysis was the most appropriate dimension reduction technique for the 
purpose of this study. Confirmatory factor analysis, which is used to confirm a hypothesised 
structure for the inter correlations between of a large set of variables (Costello & Osborne, 
2005), was also an option but was decided against for the following reason. As mentioned 
earlier, this survey consisted of three scales: the adapted Coping-EOCS scale; the researcher-
developed Motivational Orientation scale; and the adapted English Oral Proficiency scale. This 
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was first time that exploratory factor analysis had been used for analysis of the Motivational 
Orientation scale and the developers of the adapted English Oral Proficiency scale and the 
Coping-EOCS scale, Padilla and Sung (1999) and Nakatani (2006) respectively, did not report 
using this method for the development of their scales (see Section 3.4.2).  
 
The adapted Coping-EOCS scale (including the Speaking subscale and the Listening subscale) 
was subjected to exploratory factor analysis for two reasons. First, the authors of the original 
study reporting the development of the EOCS scale had performed a principal components 
analysis and retained components based on the Kaiser criterion (more commonly known as the 
eigenvalue greater than one criterion). However, principal components analysis was not designed 
to explore the underlying dimensions of a dataset and the Kaiser criterion is known to be an 
inaccurate method for detecting the number of dimensions to a scale (Field, 2013). The original 
58-item Oral Communication Strategy Inventory (Nakatani, 2006) was analysed and extracted 
into eight components for the Speaking subscale and seven components for the Listening 
subscale, resulting in fifteen components in total. The use of exploratory factor analysis for the 
Coping-EOCS scale aimed to re-analyse the structure the Coping-EOCS scale on the grounds 
that exploratory factor analysis is a more accurate factor retention method. Second, this was the 
first time that the Coping-EOCS scale had been administered in the Vietnamese EFL context and 
therefore, exploratory factor analysis would allow the data to suggest the most appropriate 
structure.  
 
The Factor version 9.2 (Lorenzo-Seva & Ferrando, 2006) and IBM SPSS Statistics version 21 
(IBMCorp., 2012) were used to conduct the exploratory factor analysis for all three scales of the 
survey. The general procedures of the exploratory factor analysis of the quantitative data are 
summarised in Figure 3.3.  
 
Parallel analysis of the polychoric correlation matrix using minimum rank factor analysis 
(Shapiro & Berge, 2002; Ten-Berge & Kiers, 1991; Timmerman & Lorenzo-Seva, 2011) was 
selected to determine the number of retainable factors and to measure the dimensionality of the 
three research scales. Parallel analysis is considered one of the most accurate and under-used 
methods for determining the number of retainable factors and is the most frequently 
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recommended approach for assessment of the dimensionality of a set of variables (Fabrigar, 
Wegener, MacCallum, & Strahan, 1999; Kim & Mueller, 1982). Polychoric correlations were 
analysed instead of the conventional Pearson correlations due to the ordinal nature of the rating 
scales. According to Pett et al. (2003), Bartlett’s test of sphericity is used to test the null 
hypothesis that the correlation matrix is an identity matrix. A statistically significant result for 
Bartlett’s test of sphericity supports the use of exploratory factor analysis. The Kaiser–Meyer–
Olkin test is a measure of sampling adequacy that compares the magnitudes of the calculated 
correlation coefficients with the magnitudes of the partial correlation coefficients. When 
evaluating the size of the overall Kaiser–Meyer–Olkin statistic, Kaiser (1974) suggests that a 
value over .80 is meritorious. 
 
 
Figure 3.3. Procedures for the factor analysis in this research (Field, 2013). 
 
For the main analysis, factor extraction by parallel analysis using minimum rank factor analysis 
was performed to determine the number of factors extracted in the tested scale. In this analysis, it 
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was necessary to understand the communality of the analysed results. Theoretically, the 
communality reflects the proportion of an item’s variance that is accounted for by all factors. 
Communalities below .4 are considered low and items should be considered for removal from 
the scale (Fabrigar et al., 1999; Kline, 1994).  
 
Factor rotations were performed when more than one factor was extracted. During this stage, 
variables with poor rotated factor loadings (lower loadings than absolute 0.3) were removed 
(Field, 2013). Finally, internal consistency (Cronbach’s alpha values) was measured for the 
rotated factors and the overall scale using SPSS Version 21. The exploratory factor analysis 
results of three scales in this study are reported in the following sections.   
 
Factor analysis report of the Coping-EOCS scale 
 
As discussed earlier, the 55-item adapted Coping-EOCS scale was used to investigate language 
strategies used by Vietnamese learners to cope with speaking and listening problems while they 
were communicating with others in the EFL contexts. The items asked participants to report the 
frequency with which they used certain strategies in oral communication and were answered by 
participants on a 5-point Likert scale ranging from 1 (never or almost never true of me) to 5 
(always or almost always true of me; see Section 3.4.2).   
 
To conduct the exploratory factor analysis for the two subscales (the Listening subscale and the 
Speaking subscale) of the Coping-EOCS scale, minimum rank factor analysis was used for the 
extraction of factors and parallel analysis was used to determine the number of retainable factors. 
The exploratory factor analysis of the Coping-EOCS scale was based on the analysis of the 
polychoric correlation matrix.  
 
Prior to performing exploratory factor analysis on the Coping-EOCS scale, the suitability of the 
data for factor analysis was assessed using the Kaiser–Meyer–Olkin test and Bartlett’s test of 
sphericity. The Kaiser–Meyer–Olkin statistics were good for the Speaking subscale (.89) and 
excellent for the Listening subscale (.91), both of which exceeded the value of .6 recommended 
by Kaiser (1974). On Bartlett’s test of sphericity, both subscales reached statistical significance 
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(p< .01), which supported the factorability of both polychoric correlation matrices. The 
polychoric correlation matrices of the Speaking subscale and the Listening subscales are shown 
in Appendix B2 and Appendix B3, respectively).  
 
The minimum rank factor analysis revealed the presence of two factors for the Speaking subscale 
and two factors for the Listening subscale. The un-rotated loading matrix for both subscales 
reported high communalities for all items (all over .4).  
To support the interpretation of the two-factor models for each of the subscales, the Promin 
oblique rotation method was applied because it allows the rotated factors to be correlated, and 
therefore contributes a more accurate and more reproducible solution when compared to an 
orthogonal rotation (Costello & Osborne, 2005; Pett et al., 2003). The rotation results suggested 
that four items (S5, S8, L6 and L8) should be removed from the Coping-EOCS scale due to their 
poor loadings on the rotated factors (absolute loadings lower than 0.3). The factor loadings of the 
remaining items were all very strong (> 0.3). After removal of the four items, there were 51 
items in the final Coping-EOCS scale (28 items for the Speaking subscale and 23 items for the 
Listening subscale).  
 
Before rotation, analysis of the internal consistency of the factors of this final 51-item Coping-
EOCS scale showed that the Cronbach’s alpha was α = .86 for the Speaking factors and α = .87 
for the Listening factors. The two-factor models explained 53.42% and 58.84% of the common 
variance, for the Speaking subscale and the Listening subscale, respectively. Details of the 
minimum rank factor analysis results and communalities, eigenvalues of these two subscales 
before rotation are included in Appendix B4. The eigenvalues after rotation for the two Speaking 
factors and the two Listening factors, and the final results of the rotation using the Promin 
oblique rotation techniques are presented in Table 3.6.  
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Table 3.6 
The Rotated Loading Matrices of the 51-item Coping-EOCS Scale using the Promin Oblique 
Rotation (N=333)  
 
Speaking subscale Listening subscale 
Items  Factor 1 Factor 2 Items  Factor 1 Factor 2 
S1 0.458   L1   0.389 
S2 0.409   L2   0.499 
S3 0.382   L3 0.421   
S4 0.480   L4 0.862   
S6 0.586   L5   0.388 
S7 0.431   L7 0.490   
S9   0.704 L9 0.329 0.314 
S10   0.438 L10 0.419   
S11   0.530 L11 -0.488 0.761 
S12   0.597 L12 0.835   
S13   0.551 L13 0.617   
S14   0.636 L14 0.668   
S15   0.707 L15 0.542   
S16   0.470 L16 0.323 0.347 
S17   0.555 L17 0.887   
S18   0.488 L18 0.423   
S19   0.630 L19   0.476 
S20   0.637 L20 0.421   
S21   0.430 L21 0.461   
S22   0.505 L22 0.303 0.310 
S23 0.562   L23 -0.486 0.883 
S24   0.679 L24   0.684 
S25   0.635 L25   0.520 
S26   0.680       
S27   0.538       
S28   0.628       
S29 0.475         
S30 0.665 -0.349       
Total % of common 
variance explained 42.52% 10.87% 
Total % of common 
variance explained 48.80% 10.05% 
Cronbach Alpha (α) .64 .88 Cronbach Alpha (α) .85 .73 
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Overall, the results of the minimum rank factor analysis indicated that for the final Coping-
EOCS scale, there were two factors for the Speaking subscale and two factors for the Listening 
subscale. Although these results were different from those in the original study by Nakatani 
(2006), which had resulted in eight factors for the Speaking subscale and seven factors for the 
Listening subscale, the two-factor models of the final Coping-EOCS scale is likely to be the most 
appropriate for the following reasons. First, in the original Oral Communication Strategy 
Inventory by Nakatani (2006), principal components analysis was used with the Kaiser criterion 
retention method, rather than exploratory factor analysis. Therefore, the Kaiser criterion method 
may have over-extracted the number of components (Costello & Osborne, 2005). Second, the 
current study used parallel analysis to determine the number of retainable factors. This is a more 
accurate method for deciding on the number of factors in exploratory factor analysis (Matsunaga, 
2010). Finally, the Promin oblique rotation technique was used to rotate the two-factor models of 
the two subscales. Four items were removed from the Coping-EOCS scale due to poor factor 
loading results (loadings lower than 0.3), although the communalities of all items were over 0.4. 
Consequently, the final 51-item Coping-EOCS scale was used for data analysis instead of the 
original 55-item Coping-EOCS scale.  
 
The factor analysis of the oral communication strategies used by Vietnamese students revealed 
four dominant factors, which from the Coping-EOCS classifications in the literature review can 
be named (1) Reduction Speaking Strategies, (2) Achievement Speaking Strategies, (3) 
Achievement Listening Strategies and (4) Reduction Listening Strategies. These factor names are 
based on the behaviour of the participants in solving their problems: either avoiding (reducing) 
behaviour or attempting (achieving) behaviour. In the following sections, each of these strategies 
is presented with an analysis of the corresponding items.  
 
 (1) Reduction Speaking Strategies  
 
The Reduction Speaking Strategies factor consisted of nine items and can be described as 
strategies in which the participants indicated their avoidance of oral communication strategies. 
For instance, when experiencing problems in their oral communication with peers in English, 
participants indicated use of their native language (e.g., “I think first of what I want to say in my 
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native language and then construct the English sentence” – Item S1) or an appeal for help (“I ask 
other people to help when I can’t communicate well” – Item S29). Eight specific strategies were 
included in the Reduction Speaking Strategies factor of the Coping-EOCS scale:  
 Word-attention (e.g., “I use words which are familiar to me” – Item S3) 
 Appealing for help (e.g., “I ask other people to help when I can’t communicate well” – 
Item S29)  
 First language switching (e.g., “I think first of what I want to say in my native language 
and then construct the English sentence” – Item S1)  
 Thinking in English (e.g., “I think first of a sentence I already know in English and then 
try to change it to fit the situation” – Item S2) 
 Focusing on grammar (e.g., “I pay attention to grammar and word order during 
conversation” – Item S7)  
 Message abandonment (e.g., “I abandon the execution of a verbal plan and just say some 
words when I don’t know what to say” – Item S6; “I leave a message unfinished because 
of some language difficulty” – Item 23) 
 Message reduction (e.g., “I reduce the message and use simple expression” – Item S4) 
 Conversation abondonment (e.g., “I give up when I can’t make myself understood” – 
Item S30).  
 
(2) Achievement Speaking Strategies 
 
The Achievement Speaking Strategies factor consisted of 28 items from the Speaking subscale in 
which the participants showed their effort to successfully solve their oral communication 
problems. Eight specific strategies were included in the Achievement Speaking Strategies factor 
of the Coping-EOCS scale:  
 Clarification (by paraphrasing, repeating or giving examples; (e.g., “I give examples if 
the listener doesn’t understand what I am saying” – Item 20; “I repeat what I want to say 
until the listener understands” – Item 21; “I change my way of saying things according to 
the context” – Item 09; “I make comprehension checks (e.g., making a question, or 
stopping conversation and asking whether he/ she understands ...) to ensure the listener 
understands what I want to say” – Item S22)  
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 Non-verbal support (e.g.,“I try to make eye-contact when I am talking” – Item S15; “I 
use gestures and facial expression if I can’t communicate how to express myself” – Item 
S16; “While speaking, I pay attention to the listener’s reaction to my speech” – Item S19)  
 Repairing (by self-correcting, self-repairing; e.g., “I correct myself when I notice that I 
have made a mistake” – Item S17; “I notice myself using an expression which fits a rule 
that I have learnt” – Item S18) 
 Fluency-focusing (pronunciation, intonation, rhythms) (e.g., “I pay attention to my 
pronunciation” – Item S11; “I pay attention to my rhythm and intonation” – Item S13)  
 Time gaining (e.g., “I take my time to express what I want to say” – Item S10) 
 Self-belief (by relaxing, self-encouraging, creating good expression; e.g., “I actively 
encourage myself to express what I want to say” – Item S28; “I try to relax when I feel 
anxious” – Item S27; “I try to speak clearly and loudly to make myself heard” – Item 
S12; “I try to give a good impression to the listener” – Item S24; “I try to enjoy the 
conversation” – Item S26)  
 Risk-taking (e.g., “I don’t mind taking risks even though I might make mistakes” – Item 
S25) 
 Focusing on conversation flow (e.g., “I pay attention to the conversation flow” – Item 
S14). 
 
(3) Achievement Listening Strategies 
 
The Achievement Listening Strategies factor contained 13 items in the Listening subscale that 
can be described as achievement listening strategies. Four specific strategies were included in the 
Achievement Listening Strategies factor of the Coping-EOCS scale:  
 Clarification (by paraphrasing, repeating, giving examples; e.g., “I ask the speaker to 
slow down when I can’t understand what the speaker has said” – Item L18; “I ask for 
repetition when I can’t understand what the speaker has said” – Item L21; “I ask the 
speaker to give an example when I am not sure what he/she said” – Item L10; “I make a 
clarification request when I am not sure what the speaker has said” – Item L20) 
 Non-verbal support (e.g.,“I send to continuation signals (e.g., eye contact, or nodding 
head…) to show my understanding in order to avoid communication gaps” – Item L14; 
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“In conversation, I pay attention to the speaker’s eye-contact, facial expression and 
gestures” – Item L17)  
 Fluency-focusing (pronunciation, intonation, rhythms) (e.g., “I pay attention to the 
speaker’s rhythms and intonation” – Item L13; “I pay attention to the speaker’s 
pronunciation” – Item L15) 
 Focusing on conversation flow (by guessing speaker’s attention, catching main points, 
focusing on emphasised words; e.g. “I pay attention to the words which the speaker slows 
down or emphasises” – Item L4; “I try to catch the speaker’s main point” – Item L12; "I 
guess the speaker’s intention by picking up familiar words” – Item L3; “I guess the 
speaker’s intention based on what he/she said so far” – Item L7; “I anticipate what the 
speaker is going to say based on the content” – Item L9)  
 
(4) Reduction Listening Strategies 
 
The Reduction Listening Strategies factor consisted of 10 items in the Listening subscale. Four 
specific strategies were included in the Reduction Listening Strategies factor of the Coping-
EOCS scale: 
 Word-attention (e.g., “I ask the speaker to use easy words when I have difficulties in 
comprehension” – Item L19; “I try to catch every word that the speaker uses” – Item L2; 
“While listening, I only focus on familiar expressions” – Item L23)  
 Non-verbal replacement (e.g., “I use body gestures (e.g. hand or leg or head or other 
body parts) when I have difficulties in understanding” – Item L16; “I make clear to the 
speaker what I haven’t been able to understand” – Item L22)  
 First language switching (e.g., “I try to translate into native language little by little to 
understand what the speaker has said” – Item L11)  
 Focusing on grammar (e.g., “I pay attention to the subject and verb of the sentence when 
I listen” – Item L25; “I especially pay attention to the interrogative when I listen to WH-
questions” – Item L24; “I pay attention to the first word to judge whether it is an 
interrogative sentence or not” – Item L1). 
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In summary, four factors were identified from the analysis of the Coping-EOCS scale in the 
survey. The Reduction Speaking Strategies and the Reduction Listening Strategies had some 
similar specific strategies used by participants (e.g., word attention, first language switching and 
focusing on grammar), although the former included the strategies of appealing for help, 
message reduction and message abandonment, while the latter included the non-verbal 
replacement strategy.  
 
Similarly, the Achievement Speaking Strategies and the Achievement Listening Strategies had 
several similar strategies such as clarification, non-verbal support, fluency-focusing, and 
focusing on conversation flow, although the latter did not have the strategies ofself-belief, time-
gaining, repairing and risk taking, while the former did.  
 
As discussed in the introduction, oral communication consists of both speaking and listening 
skills. As a result, these four approaches can be classified into two groups: the reduction 
(speaking and listening) strategies, which comprise nine specific strategies, and the achievement 
(speaking and listening) strategies, which comprise eight specific strategies. Table 3.7 
summarises the 17 specific strategies identified in the analysis of the Coping-EOCS scale.  
 
The descriptive analysis including means, standard deviations (SD) and frequency of the items of 
these strategy categories, and the relationship between the strategy use and other learner 
variables (e.g., English language proficiency, gender, and major) are presented from Section 
4.2.1 to Section 4.2.4 of the quantitative phase findings of the current study. 
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Table 3.7 
Specific Strategies Identified in the Coping-EOCS Scale  
 
No Coping-EOCS Specific strategies 
Items 
Speaking Listening  
1 Reduction 
strategies 
 
Word -attention 3 23, 19, 2 
2 Appealing for help  29  
3 First language switching  1 11 
4 Message abandonment 23, 6  
5 Conversation abandonment 30  
6  Message reduction  4  
7  Non-verbal replacement  16, 22 
8  Focusing on grammar  7 25, 24, 1 
9  Thinking in English 2   
  
Achievement 
strategies 
   
10 Clarification  20, 21,9, 22 18, 21, 10, 20 
11 Non-verbal support  15, 16, 19 14, 17 
12 Repairing  17, 18  
13 Fluency-focusing  11, 14, 13 15, 13 
14 Time gaining 10  
15 Self-belief  27, 12, 24, 8  
16 Risk-taking  25  
17  Focusing on conversation flow  14 3, 7, 4, 12, 9 
 
 
Factor analysis report of Motivational Orientation scale 
 
The original Motivational Orientation scale was a 20-item scale for exploring individuals’ 
reasons for choosing current TNE APs in Vietnamese universities. This scale was designed and 
developed by the researcher for the particular Vietnamese context of this study (see Section 
3.5.2).   
 
 ---------------------------------------- 
  115 
 
The 20-item Motivational Orientation scale was subjected to exploratory factor analysis because 
this was the first time the Motivational Orientation scale had been used and the exploratory 
factor analysis aimed to explore the underling latent structures of newly developed scale (Kline, 
1994). The minimum rank factor analysis was used for the extraction of factors and parallel 
analysis was used to determine the number of retainable factors. The exploratory factor analysis 
was based on the analysis of the polychoric correlation matrix.  
 
Prior to performing exploratory factor analysis on the items in the Motivational Orientation 
scale, the suitability of the data for factor analysis was assessed. The Kaiser–Meyer–Olkin 
statistic for this scale was .89, which exceeded the recommended value of .6 (Kaiser, 1974). 
Bartlett’s test of sphericity reached statistical significance (p< 0.01), which also supported the 
factorability of the polychoric correlation matrix (see Appendix B1). 
 
The parallel analysis showed that one factor could be extracted for the Motivational Orientation 
scale. The results of the minimum rank factor analysis reported the item factor loadings and 
communalities according to a uni-dimensional model. It was clear that the factor loading of the 
item M3 (“My parents want me to get Western qualification in Vietnam without traveling 
overseas”) was quite small (0.173), although its communality was over 0.4 (0.471). The factor 
loadings and communalities of the remaining items were all over 0.4, which were considered 
high (Kline, 1994). Consequently, item M3 was removed from the Motivational Orientation 
scale, resulting in a final 19-item Motivational Orientation scale. The one-factor model was rerun 
with 19 items and the internal consistency was recalculated. Table 3.8 reports the un-rotated 
loading matrix and communalities of the 19-item Motivational Orientation scale. The model 
explained 54.37% of the common variance and the internal consistency measured using 
Cronbach’s alpha was .86. 
 
Overall, the results of the minimum rank factor analysis showed that the Motivational 
Orientation scale measured a single construct of motivation. The exploration of a one-factor 
model was considered the most appropriate solution. One item was removed from the original 
scale due to the low factor loading, resulting in a total of 19 items in the final Motivational 
Orientation scale model, which had high factor loadings and high internal consistency. 
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Table 3.8 
Un-rotated Loading Matrix of Motivational Orientation Scale   
 
Items      Factor loadings  Communalities 
M1       0.464  0.468 
M2 0.508  0.468 
M4 0.403  0.536 
M5 0.596  0.669 
M6 0.379  0.619 
M7 0.620  0.594 
M8 0.506  0.651 
M9 0.561  0.630 
M10 0.569  0.556 
M11 0.644  0.820 
M12 0.610  0.642 
M13 0.653  0.626 
M14 0.640  0.575 
M15 0.622  0.680 
M16 0.616  0.720 
M17 0.632  0.644 
M18 0.658  0.592 
M19 0.644  0.566 
M20 0.576  0.681 
Eigenvalue  6.38  
 Total % of common variance explained  54.37%   
Cronbach alpha (α) .86   
 
 
Factor analysis report of the English Oral Proficiency scale 
 
The English Oral Proficiency scale used in the current research was a five-item measurement of 
the learner’s oral communicative proficiency in foreign languages (see Section 3.5.2). As 
explained previously, the optimal implementation of parallel analysis based on the minimum 
rank factor analysis using the Factor, Version 9.2 was applied to determine the number of 
dimensions for the English Oral Proficiency scale.  
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To estimate the correlation matrix between the variables of the English Oral Proficiency scale, 
polychoric correlations were calculated (Pallant, 2011). Table 3.9 presents the polychoric 
correlation matrix of the English Oral Proficiency scale items. 
 
Table 3.9 
The Polychoric Correlation Matrix of English Oral Proficiency Scale Items 
 
Items E1 E2 E3 E4 E5 
E1– Listening comprehension - 
    E2 – Fluency  .63 - 
   E3 – Vocabulary .66 .65 - 
  E4 – Pronunciation .52 .60 .55 - 
 E5 – Grammar .56 .63 .72 .52 - 
 
 
Barlett’s test of sphericity and the Kaiser–Meyer–Olkin test showed that there were significant 
correlations between the items of the English Oral Proficiency scale and the appropriateness of 
the scale data for exploratory factor analysis. Additionally, the Kaiser–Meyer–Olkin statistic of 
the English Oral Proficiency scale was very good (.87) and Bartlett’s test of sphericity was 
significant (p< .001; df = 10).  
 
Parallel analysis was used to determine the number of factors to retain for this scale. The results 
of the minimum rank factor analysis showed that this English Oral Proficiency scale was uni-
dimensional and that the one-factor model was the most appropriate. Table 3.7 summarises the 
uni-dimensional results of the minimum rank factor analysis of the English Oral Proficiency 
scale. Because only one factor was extracted, the factor loadings given in Table 3.10 are un-
rotated. The total common variance explained by the one-factor model was 92.28%.  
 
As shown in Table 3.10, the communalities for all items for the English Oral Proficiency scale 
were above 0.4, meaning that all items were retained. Finally, Cronbach’s alpha for the English 
Oral Proficiency scale shows excellent internal consistency (α = .86).   
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Table 3.10 
Summary of Minimum Rank Factor Analysisfor the English Oral Proficiency Scale  
 
Items Factor loadings Communalities 
1 – Listening comprehension 0.762 0.626 
2 – Fluency  0.820 0.724 
3 – Vocabulary 0.874 0.841 
4 – Pronunciation 0.683 0.498 
5 – Grammar 0.791 0.679 
Eigenvalue 3.11  
Total % common variance explained 92.28%  
Cronbach’s alpha(α)  .86  
   
 
In short, exploratory factor analysis was used to determine the underlying structure of the 
English Oral Proficiency scale. Specifically, parallel analysis was used to determine the number 
of factors to retain for this scale. The results of the minimum rank factor analysis showed that the 
English Oral Proficiency scale was uni-dimensional, and the one-factor-model was the most 
appropriate for all items. All the items in the original scale (formerly named as Foreign 
Language Oral Skills Evaluation Matrix by Padilla & Sung, 1999) were kept due to the high 
communality values, the factor loadings and the excellent internal consistency as measured by 
Cronbach’s α. For each participant, the responses to the five English Oral Proficiency items were 
averaged to create an overall English Oral Proficiency scale score. 
 
Further descriptive analyses of these three survey scales and testings of relationships between 
learner’s variables using two-sample t tests, one way analysis of variance and Pearson’s 
correlation coefficients will be presented in Chapter 4.  
 
3.5. Qualitative phase of the research 
 
As discussed above, the quantitative phase of the current research helped the researcher to 
contact the participants for the qualitative phase of the study, which was conducted to obtain a 
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richer data set to support the quantitative data (Creswell, 2013; Mertens, 2010). The qualitative 
phase was also conducted at three university settings. This section describes the qualitative phase 
of the research.  
 
3.5.1. Justification for qualitative phase 
 
The qualitative phase of the current research was designed to address the two main research 
questions with the four sub-questions (1a, 1b, 2a and 2b).  
 
Research question 1:  
 (a) What strategies do Vietnamese students in TNE APs use to cope with the problems they  
encounter in English oral communication?  
 (b) What influences the choice and use of these Coping-EOCS? 
 
Research question 2:  
(a) What strategies do Vietnamese students in TNE APs use to develop their English oral 
communicative competence?  
(b) What influences the choice and use of these Developing-EOCS? 
 
A qualitative phase was chosen for the current research to complement the quantitative phase for 
two reasons. First, the perspectives and experiences explored in the quantitative phase offer a 
limited number of predetermined response categories to which numbers are assigned. Qualitative 
methods, on the other hand, facilitate the investigation of issues in depth by producing more 
specific information from a smaller number of people (Patton, 2015). Second, the use of different 
data sources helps to produce triangulations of the findings and the sum of the data collected is 
richer and more meaningful and more useful in answering the research questions (Johnson et al., 
2007; Patton, 2015).  
 
In the current research, the qualitative phase has two main purposes. The first purpose was to 
discover more about the Coping-EOCS used by Vietnamese students to solve their problems in 
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conversation in English language and the factors influencing the choice and use of strategies by 
participants. The second purpose was to exclusively investigate the types of Developing-EOCS 
used by Vietnamese students to develop their own English oral competence in the Vietnamese 
educational context and the factors influencing the choice and use of strategies by participants. In 
other words, the researcher was interested not only in a number of learner factors investigated in 
the quantitative survey (e.g. motivational orientation, gender, English proficiency, and academic 
major), but also a larger range of other factors such as cultural ways of thinking and learning, the 
use of silence and other non-verbal means of communication in oral communication settings, and 
the particular teaching and learning methods experienced by participants.  The literature 
reviewed suggests that the latter group of factors would be better examined and interpreted by 
several qualitative tools (e.g., face-to-face interviewing, qualitative observation). 
 
3.5.2. Interview guide 
 
Interviewing is one of the most common qualitative instruments in educational research (Kvale 
& Brinkmann, 2009; Minichiello, Aroni, & Hays, 2008; Seidman, 2006). Kvale and Brinkmann 
(2009) defined interviews as an exchange of views or opinions about a common interest between 
the interviewer and interviewee(s). Seidman (2006) claimed that interviewing helps the 
researcher understand the lived experience of other people and the meaning they make of that 
experience. The distinctive requirement of more personal engagement and interaction between 
interviewers and interviewees facilitates researchers to both hear the interviewees’ language and 
observe the interviewees’ behaviour as well as making interviewing the richest data collection 
method for qualitative research (Minichiello et al, 2008). These are the reasons why the 
researcher decided to use interviews to collect data about EOCS used by Vietnamese students in 
the Vietnamese educational context.  
 
Individual, face-to-face interviews were conducted because they allowed the researcher to 
explore the specific strategies used by individual participants. Through individual interviews, 
participants can easily express their own thoughts in their own words without being disturbed or 
influenced by group dynamics and suppression of opinions by peers in focus group interviews 
(Lodico et al., 2006). 
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With the purpose of exploring the participants’ experiences of using English as a communicative 
means in their academic and social lives, semi-structured interviews were used. In semi-
structured interviews, the interviewers may have an outline of issues to be covered but have the 
flexibility to change the order of interview questions to provide a natural flow of conversation 
(Kvale & Brinkmann, 2009; Minichiello et al., 2008). 
 
In the current research, the interview guide was a prepared list of questions or topics designed by 
the researcher. The interview guide had two parts comprising seven main sections (see Appendix 
A2 for the interview guide). Part 1 of the interview guide included four sections focused on the 
participants’ demographic information (e.g., gender, major, university, English language 
background, motivational orientation towards TNE APs), while part 2 of the interview guide 
included three sections that focused on exploring the EOCS used by the participants in the TNE 
APs. Each section of the interview guide had a range of questions, mostly open-ended, so that 
interviewees could respond in their own words (Patton, 2015). Specific information of each 
section is described as follows. 
 
Section 1 of the interview guide included questions about personal information of the 
participants (e.g., which year are you in? What major of study?) Section 2 consisted of questions 
focusing on the English proficiency of the participants including their English language 
background, English ability prior and during these programs. (e.g., for how many years have you 
been learning English? Which English skills were you confident with before attending the TNE 
APs?) 
 
Section 3 delved deeper into understanding participants’ motivation orientation for undertaking 
the TNE APs, including their reasons, expectation before and during their current programs, and 
their future study and working plans. In Section 4, the questions asked participants’ individual 
opinions about their first impression of the TNE APs compared with the local Vietnamese 
programs that they had learnt or known previously (e.g., have you got used to the new student-
centred approach used in these TNE APs? Are there any differences between the one you did 
previously and this new one? What difficulties have you faced in learning and using English 
textbooks? How do you solve your problems?)  
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Section 5 asked about EOCS that they have been using to cope with their difficulties in 
communication with others in English language (e.g., how often do you communicate in English 
in class and out of class? What difficulties do you have in communication with others in English 
language? How do you solve your problems?). Section 6 asked the participants to recall a 
memorable event during their time of learning English or communicating with others in English 
(i.e., their communication failures or embarrassing situations) and their strategies to solve these 
problems in such situations.  
 
Last, Section 7 contained questions asking the participants about their strategies to develop their 
English oral communication skills (speaking and listening) to avoid future communication 
failures (e.g., what strategies have you been using to develop your own English oral 
communication, both inside and outside classes? How successful do you think you are with your 
strategies? See Appendix A2 for the detailed interview guide) 
 
The purpose of Section 2 and Section 3 of the interview guide was to triangulate the quantitative 
data relating to participant’s English proficiency levels and reasons for pursuing the TNE APs 
that were measured by the English Oral Proficiency scale and the Motivational Orientation scale, 
respectively (see Section 3.4.2).  
 
The main purpose of Section 4 was to discover the participants’ perceptions and attitudes 
towards the Western teaching and learning methods that they had been provided in the TNE APs, 
which were, to some extent, different from their teaching and learning backgrounds. Both 
Section 5 and Section 6 of the interview guide aimed to explore the Coping-EOCS used by these 
Vietnamese students to triangulate with quantitative data to seek answers to research question 1 
(see Section 1.4), while the Section 7 aimed to identify language strategies the participants have 
been using to improve their English language speaking and listening skills for better oral 
communication, that is, the Developing-EOCS, which addressed research question 2.  
 
From the responses obtained in these interviews, the researcher examined whether or not the 
learner factors (e.g., the majors of study, English learning background, gender, cultural 
background, and teaching and learning methods that were explored in part 1 of the interview) 
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influenced the participants’ choice and frequency of both Coping-EOCS and Developing-EOCS 
(explored in the part 2 of the interview).  
 
The sections of the interview guide were generally completed sequentially by the researcher to 
facilitate data analysis. However, in some cases, the order of the questions changed depending on 
the flow of the conversation. Also, some questions were omitted when the researcher realised 
that, either the other questions were more important or the already-gathered information was 
sufficient for the purposes of analysis. In practice, the flexibility of the open, semi-structured 
interviews allowed both the researcher and the participants to feel more confident in, and more 
comfortable with, achieving the aims of the interviews (Bui, 2009).  
 
It is important to note that to enable the participants to express their views easily, interviewees 
were welcome to choose the language used in the interview, either English or Vietnamese. All 
the questions in the interview guide were translated from English into Vietnamese by the 
researcher who is bilingual in Vietnamese and English. The translation process, reliability and 
accuracy of translation are described later in this chapter.  
 
In terms of validity, two academic experts from English-speaking countries checked the 
interview guide for content validity. In addition, one mixed-method consultant from RMIT 
University checked the face validity of the interview questions before the researcher’s data 
collection trip to Vietnam (see Appendix A2 for the interview guide). 
 
3.5.3. Interviews 
 
All interviews were conducted during three weeks in August and September 2013 at the three 
Vietnamese universities. Two digital recorders (one professional JVJ recorder and an iPhone 4S 
mobile telephone) were used simultaneously to record all twenty interviews (one as a backup for 
the other). To ensure the quality of these recordings, noise interference from surrounding areas 
was checked for and avoided by the researcher. In the end, 20 high sound quality interviews were 
recorded for the research.  
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In terms of language usage, research studies have identified that in cross-cultural research, 
language differences can become a potential hurdle when English is not the first language of the 
participants but the research report has to be written in English (Liamputtong 2010 cited in 
Sutrisno, Nguyen, & Tangen, 2014). Sutrisno et al. (2014) recommended that the researchers use 
the participants’ preferred language to get a deeper understanding of the issues. In the current 
research, because all 20 participants nominated Vietnamese as their preferred language, the 
interviews were conducted in Vietnamese.  
 
During the interviews, the researcher also made hand-written notes to support data analysis and 
as a further backup in case the recording equipment failed. Hand-written notes can also “reflect 
information of documents” or the “key ideas” about the document or the transcripts (Creswell, 
2009, p. 182).  
 
3.5.4. Participants of the qualitative phase 
 
From the final survey collection in the quantitative phase, the researcher received the contact 
details for 92 participants who volunteered to attend an interview with the researcher in the form 
of informal talking or discussion afterwards. Table 3.11 summarises the list of registered 
interview participants in term of university setting, gender, academic majors they were 
undertaking and the year they were in at the time of the interviews.  
 
Table 3.11 
Summary of Participants Registering to Attend an Individual Interview with the Researcher 
 
University  Gender Study major Year  
NEU FTU HAU Male Female Acc IBA Fin CS Second Third 
34 17 41 29 63 3 17 31 41 24 68 
Note. N = 92; NEU = National Economic University; FTU = Foreign Trade University; HAU = Hanoi 
Agriculture University; Acc = Accounting; IBA = International Business Administration; Fin = Finance; 
CS = Crop Science 
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Initially, interviews with 25 participants were planned because this was regarded feasible in the 
time allocated by the researcher and to enable a balance in the numbers of participants from each 
of the majors, gender and educational contexts (i.e., the university where they were learning). 
Purposeful sampling was used to select participants of the qualitative phase of the research in 
term of gender (nine male and 16 female), study major (three Accounting major students; five 
Finance major students; seven International Business Administration major students; and 10 
Crop Science major students) and university (eight were from National Economic University, 
seven were from Foreign Trade University and 10 were from Hanoi Agriculture University).  
 
The researcher contacted these 25 participants using the telephone numbers that they had 
provided on the survey sheets to arrange a suitable time and place for the interviews. The 
respondents were given a choice of venues: a vacant classroom at the university or a café, 
wherever they felt most comfortable. Eventually, 23 participants chose a café near their 
university and two participants preferred a quiet vacant classroom. Five students later called back 
to withdraw from the interviews prior to the arranged time due to personal issues including 
changing lecture timetables (two participants) and feeling uncomfortable about attending the 
interview (three participants). The withdrawal of these participants resulted in a total of 20 
students participating in the interviews with the researcher.  
 
Because these interviews were anonymous, information identifying the participants could not be 
retained. The researcher coded these records and gave each participant a unique code. These 
records were labelled sequentially from AP01 to AP20, where AP was the initial letter of the 
Advanced Programs they were undertaking and their numbers were randomly allocated by the 
researcher. Demographic information of these participants and interview details is listed in Table 
3.12.  
 
Unfortunately, there were no Accounting major participants in the qualitative phase of the 
research because only three Accounting major participants had registered to attend the 
interviews, and all had then withdrawn from the arranged interview. From the information 
provided by these participants on the survey sheets, these students were studying in different 
Accounting classes, two were in their third year and one was in the second year. Therefore, the 
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idea that these students all withdrew together by their intention and agreement was not possible. 
Five male participants did not attend the interviews with the researcher, and this led to uneven 
numbers of male and female participants in the qualitative phase of the research. Consequently, 
the initial intention of including participants from four study majors in the qualitative phase 
phase was not possible. 
 
Table 3.12 
Information of the Qualitative Phase Interviewees (N=20) 
 
 
Code Gender Major University  Year Dates  Interview sites 
AP01  Male Finance NEU 3rd  8-Sep-13 An out-campus café  
AP02 Female IBA FTU 3rd 12-Sep-13 Vacant classroom 
AP03  Female Crop Science HAU 2nd  20-Sep-13 A campus café 
AP04 Female  Finance  NEU 3rd 8-Sep-13 An out-campus café 
AP05 Female Finance NEU 3rd 8-Sep-13 An out-campus café 
AP06 Female Crop Science HAU 2nd 20-Sep-13 An in-campus café 
AP07 Female Crop Science HAU 3rd 24-Sep-13 An in-campus café 
AP08 Female IBA FTU 3rd 12-Sep-13 Vacant classroom 
AP09 Male IBA FTU 2nd 12-Sep-13 An in-campus café 
AP10 Female IBA FTU 3rd 12-Sep-13 An in-campus café 
AP11 Female Crop Science HAU 2nd 20-Sep-13 An in-campus café 
AP12 Female Crop Science HAU 3rd 24-Sep-13 An in-campus café 
AP13 Male Crop Science  HAU 3rd 24-Sep-13 An in-campus café 
AP14 Female Crop Science HAU 3rd 24-Sep-13 An in-campus café 
AP15 Female IBA FTU 2nd 14-Sep-13 An in-campus café 
AP16 Female IBA FTU 3rd 12-Sep-13 An in-campus café 
AP17 Female IBA FTU 2nd 14-Sep-13 An in-campus café 
AP18 Male Crop Science HAU 3rd 24-Sep-13 An in-campus café 
AP19 Female Crop Science HAU 2nd 20-Sep-13 An in-campus café 
AP20 Female Crop Science HAU 3rd 24-Sep-13 An in-campus café 
Note: AP= Advanced Program; NEU=National Economic University; FTU=Foreign Trade University; 
HAU=Hanoi Agriculture University; IBA=International Business Administration;  
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3.5.5. Data analysis 
 
According to Creswell (2013), the process of qualitative data analysis involves various steps 
ranging from data preparation, different analysis consideration, deeper data understanding, data 
presentation and interpretation of data. From the different methods available for qualitative data 
analysis, thematic analysis was selected because this is the typical qualitative analysis method for 
identifying, analysing and reporting patterns (themes) within data. Moreover, compared with the 
systematic qualitative data analysis, thematic analysis method is able to provide “a flexible and 
useful research tool for a rich and detailed, yet complex data” (Braun & Clarke, 2006, p. 77).  
 
In the current research, the data analysis of the qualitative phase procedure involved three main 
stages: transcribing the collected data, translating the data from Vietnamese into English, and an 
exhaustive search for patterns and themes in the translated data. All the transcribed and 
translated data were available for participants to view upon request. A description of these three 
stages is provided in the following sections.  
 
Transcribing data 
 
This step involved transcribing data from a spoken form to a written form that was ready for 
thematic analysis. The researcher transcribed all interviews to develop a more thorough 
understanding of the complete data set (Braun & Clarke, 2006). 
 
The transcription process included listening to the recorded interviews several times and writing 
down what was said word-by-word. The researcher also made notes regarding the participants’ 
voice tones, local accents and emotional expressions during the transcription period.  
 
To ensure the accuracy of the transcription, two independent reviewers who were native speakers 
of Vietnamese were asked to listen to the interview records (10 for each reviewer) and check the 
transcripts for accuracy. For all interviews, the independent reviewers agreed with and confirmed 
the researcher’ transcripts. Both the researcher and the independent native speakers of 
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Vietnamese agreed upon the final transcripts of the 20 interviews before being translated into 
English by the researcher.  
 
The decision to translate the Vietnamese transcripts to English rather than analyse the original 
Vietnamese transcripts was made for the following reasons. First, the researcher was a PhD 
candidate, a novice researcher, who needed guidance from her supervisory team of native 
English speakers who could not read and speak Vietnamese. Second, this research was 
completed and written in an English-speaking country and the final thesis needed being written 
in English language for examination. Finally, during the interviews, the participants occasionally 
used English to express some English phrases or terms that they became familiar during their 
studies (e.g., professional; student-centred). Therefore, transcripts with a mixture of both English 
and Vietnamese were not appropriate for the data analysis stage.  
 
Translating the interview transcripts 
 
As with the process of translating the interview questions from English into Vietnamese 
language discussed previously, in this step, the interview transcripts were translated from 
Vietnamese into English as follows. First, the transcripts were translated into English from 
Vietnamese by the researcher, who is an experienced Vietnamese lecturer of English from a 
university in Vietnam. The researcher shares the same cultural and social manners with the 
participants and was considered to be the most suitable person to translate both interview 
questions and interview data transcripts in this cross-cultural research (Liamputtong 2010 cited 
in Sutrisno et al., 2014). Second, a licensed professional Vietnamese−English translator (native 
speaker of Vietnamese) was employed to cross-check five interview transcript translations 
(accounting for 25% of the total translated interview transcripts). The reason for the involvement 
of a third party in the translation of the transcribed data was to increase the accuracy and 
comprehensibility of the translation results and to reduce the subjectivity of the researcher in the 
research findings (Sutrisno et al., 2014). For the final translated interviews, a proofreader who 
was a native speaker of English was asked to examine all English-translated versions of the 
interview transcripts. 
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In term of the faithfulness of the qualitative data, the transcribed and translated data were 
checked according to the three criteria suggested by Squires (2009): conceptual equivalence, 
translator’s credentials and translator’s role. The first criterion of conceptual equivalence is 
expressed in the reasons for using the English language for data analysis and the validation 
means to certify trustworthiness in the translation. For instance, apart from the bilingual 
researcher who acted as the primary translator, a licenced Vietnamese translator and a native 
speaker of English were employed as proofreaders of translated versions. These third-party 
persons assisted the researcher to minimise any personal bias and eliminate any translation errors 
and confusing equivalent terms in the final data for analysis. The second criterion relates to the 
qualifications and experiences of translators engaging in the research. The researcher having had 
prior experience in translation and the employment of a certified translator for cross-checking 
helped to ensure the accuracy of the translations. Finally, in regard to the third criterion, the 
researcher attempted to follow Squires’s recommendations. As indicated earlier, the current 
research used the bilingual researcher as the primary translator for the translation of the 
interviews from Vietnamese into English, a certified Vietnamese translator checked five out of 
the 20 translated versions, and a native speaker of English was used as a proof-reader in the 
finalisation of the 20 translated versions. The use of two translators in the translation of five 
interview transcripts was necessary to eliminate personal bias in a single translation process 
(Sutrisno et al., 2014). Overall, precision of the translation procedures and achievement of 
trustworthiness was demonstrated in the qualitative phase of the research.  
 
Coding and theming the data 
 
Codes are used to refer to “the most basic segment, or element, of the raw data or information 
that can be assessed in a meaningful way regarding the phenomenon” (Boyatzis, 1998, p. 88). 
Coding is the process of arranging information into chunks or segments of text (Creswell, 2013) 
or organising the data into meaningful groups (Braun & Clarke, 2006). The coded data are then 
grouped in to different units, which are more commonly known as themes (Creswell, 2013). 
 
Theoretically, coding can be performed either manually or through a software program 
depending on the database size (Braun & Clarke, 2006; Creswell, 2009, 2013; Merriam, 2009). 
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Initially, the researcher considered using the NVivo software (available from QSR International 
http://www.qsrinternational.com/products_nvivo.aspx) for coding and tagging segments of the 
interview transcripts. However, after getting advice, consulting with two experienced qualitative 
researchers, and attending several NVivo workshops and seminars for qualitative researchers, the 
researcher decided to use manual coding for the 20 interview transcripts for the following reason. 
It has been known that the NVivo software was better suited to larger qualitative data sets with 
multiple data sources, such as group interviews, document analysis and individual interviews 
(Bazeley, 2007; Hoover & Koerber 2011). Therefore, the manual approach was more practical 
for the relativel small size of the transcripts.  
 
In practice, two main methods of data coding are used: by hand (paper coding) or using a 
computer (computer coding). This researcher used both methods in the following ways. First, the 
process of transcription and translation was done by hand, which assisted the researcher in 
getting acquainted with the collected data (Creswell, 2013; Gibbs, 2002). After importing the 
data into a computer, the researcher made notes on the transcripts by adding comment boxes (see 
Figure 3.4). 
 
 
 
Figure 3.4. A sample of comment boxes on interview data. 
 ---------------------------------------- 
  131 
 
Gibbs (2002) suggested two ways of coding: concept-driven and data-driven. The former method 
involves building up a list of thematic ideas based on key words or concepts from the literature 
review, previous studies or topics of the interviews, whereas the latter method involves reading 
the transcripts again and again and teasing out what is happening in the data. In this way, 
researchers actually obtain the “sense of the key points” (Nguyen, 2014, p.88). The researcher 
adopted the data-driven coding approach, in which the texts were read again and again to “make 
the data actually talk" with the researcher (Braun & Clarke, 2006, p. 82).  
 
A general guide for coding data suggested by Creswell (2013) was preferred for the current 
research. At first, the researcher worked on all 20 interview transcripts to identify key points or 
segments of information and label these with descriptors or codes. Then, by the end of this step, 
a long list of different codes was identified. These codes included terms such as strategies, 
motivation, English proficiency, social background, cultural influence and so on. To avoid 
overlap and redundancy, the researcher double-checked the list of codes and went back to the 
data to highlight the quotes that supported the codes. This colour highlighting method facilitated 
the following procedures for the research interpretation (see Figure 3.5 for samples of 
highlighted codes). 
 
 
 
Figure 3.5. A sample of highlighted codes on interview data. 
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Finally, the researcher reduced the number of codes by grouping them into emergent themes 
within each section of the variables: English language proficiency, use of English oral 
communication strategies, motivational orientation, and Eastern and Western cultural exposure. 
These data are reported in the findings of the qualitative phase (Section 4.3) before being 
triangulated with the findings of the quantitative phases in Section 5.3. Figure 3.6 illustrates the 
process for qualitative data analysis.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 3.6. Data analysis process in the qualitative phase of the research. 
 
 
Collecting data 
Transcribing and translating the data 
Coding the data 
Identifying emergent themes within 
sections:  
- English language proficiency. 
- English oral communication strategies. 
- Motivational orientation. 
-Eastern and Western cultural exposure. RQ 1 (1a, 1b) RQ 2 (2a, 2b) 
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3.6. Ethics 
 
Ethical issues must be taken into account by researchers undertaking research involving human 
beings (Creswell, 2013; Mertens, 2010). Participants in the current research were Vietnamese 
students studying at university, and therefore the ethical considerations were regarded seriously 
by the researcher and included institutional ethical approval, consent forms, anonymity, data 
confidentiality and information storage. Detailed descriptions of these considerations are 
presented in the following sections. 
 
 
3.6.1. Ethical permissions 
 
In May 2013, the ethics approval letter (CHEAN A-2000809-10/12) was obtained from the 
Design and Social Context College Human Ethics Advisory Network sub-committee of the 
Human Research Ethics Committee at RMIT University (see Appendix C).  
 
In June 2013, the researcher obtained an official permission letter and a referral letter from 
Vietnam’s Ministry of Education and Training allowing the researcher to conduct the surveys 
and interviews with Vietnamese students undertaking TNE APs in three Vietnamese universities 
from June, 2013 to September, 2013 (see Appendix D1 and Appendix D2). 
 
3.6.2. Informed consent 
 
During the quantitative phase of this study, administration staff from the TNE APs in the three 
selected universities informed all participants about the purposes of the study in advance and 
explained that their participation was voluntary. The participants were provided with an 
information sheet and consent package by the researcher. The package included the 
advertisement flyer informing the participants of the purposes of the study, methods of 
information gathering, assurance of anonymity and confidentiality, level of risk and the right of a 
participant to withdraw from the study at any time during and after the study without prejudice 
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(see Appendix A4 for the advertisement flyer). The consent package was provided in two 
languages, Vietnamese and English, for the participants’ convenience.  
 
It was noted that because the survey in the quantitative phase of the study was anonymous, the 
participants were not required to sign the consent forms. Instead, their return of the survey was 
considered agreement to participate. This information was indicated at the start of the survey 
sheet.  
 
In the qualitative phase of the study, informed consent forms in both Vietnamese and English 
language were provided to the participants before the interview. Participants were required to 
sign a consent form prior to the commencement of the interviews with the researcher. The 
purpose of the study phase was clarified at the time of obtaining consent and the respondents 
were assured that they would not be identified in any data analysis or reporting and that the data 
would not be used for any reason other than the aim of the study. 
 
3.6.3. Anonymity and confidentiality 
 
Anonymity means that the identity of participants is protected so that no one can recognise them 
under any circumstances. During the quantitative phase of the research, an anonymous survey 
was used in which the participants were not required to provide their names or any identifying 
information. Instead, participants were asked about their study majors, the university where they 
were studying. Participants who registered to take part in face-to-face interviews with the 
researcher agreed to provide a telephone number or an email address, but this information was 
only used for the purpose of contacting the participants, it was removed and kept separate from 
the survey data.  
 
In the qualitative phase of the research, the researcher and two independent native speakers of 
Vietnamese had access to the original Vietnamese transcripts of 20 interviewees. Three of the 
researcher’s supervisors could access the identified English-translated transcripts to guide the 
researcher in the analysis process, and two native speakers of English (one qualified English 
translator and one proof-reader) had access to the English-translated transcripts. To protect 
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information of the participants, the interviews were differentiated using unique codes (see 
Section 3.5.3).  
 
The confidentiality and privacy of the participants was taken seriously by the researcher. All 
matters related to confidentiality were clarified with participants in advance. The collected 
information would not be shared with anyone else in any way (Lodico et al., 2006), unless 
permission was obtained from the participant to do so or if required by law. All data collected 
was processed and stored so that the confidentiality and anonymity of the participants was 
ensured (see below). Information that may lead to the identification of any participant has been 
not been included in the final report and will never be included in any publications of the study’s 
findings.  
 
3.6.4. Storage of information 
 
Tapes, interview notes, transcripts returned survey sheets and consent forms will be kept in a 
secure storage for the seven-year period mandated by the RMIT University Human Research 
Ethics Committee after the completion of the research. The analysed data are kept on a 
password-protected computer and on the researcher’s network as a requirement of RMIT 
University. Only the researcher, the supervisory team and the thesis committee, and, if requested, 
the thesis examiners, have access to the information.  
 
3.6.5. Level of risk 
 
The current study was classified as low risk to the participants by the College Human Ethics 
Advisory Network ethics sub-committee at RMIT University. All the surveys and interviews 
were conducted in Vietnam in Vietnamese. The interviews took place during the university term 
time at locations close to or in the participants’ universities, which were mutually convenient to 
both the researcher and the participants. The focus of both the survey and interviews was on the 
participant’s oral communicative learning strategies, which did not affect their personal social 
life and academic study results.  
 ---------------------------------------- 
  136 
 
 
3.7. Summary 
 
This chapter has presented and discussed the research design, the two research phases including 
selection of participants, data collection instruments, data collection procedures and the data 
analysis process used to explore the EOCS used by Vietnamese learners undertaking TNE APs in 
Vietnamese educational context. The findings of these two phases are presented separately in 
Chapter 4 of the research before being triangulated and discussed with findings of other 
researchers in Chapter 5.  
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Chapter 4: Research findings 
___________________________________________ 
 
4.1. Introduction 
 
This chapter reports the findings of the current research, which explored the English Oral 
Communication Strategies (EOCS) used by Vietnamese students in Transnational Education 
Advanced Programs (TNE APs) in North Vietnam; and investigating the factors influencing 
students’ choice and use of EOCS. The objectives of the current research were:  
1. to discover the types of EOCS used by Vietnamese students to cope with their English 
oral communication problems in their TNE APs in Vietnam, that is, Coping-EOCS. 
2. to explore the EOCS used by Vietnamese students to develop their English oral 
communication skills, that is, Developing-EOCS. 
3. to identify the factors those influence the choice and use of both Coping-EOCS and 
Developing-EOCS. 
 
The findings are reported separately for the quantitative phase (Section 4.2) and the qualitative 
phase (Section 4.3) of the research. Data in the quantitative phase were collected from a survey 
conducted with 333 undergraduate university students in three universities in Hanoi, Vietnam, 
while data in the qualitative phase were collected from semi-structured interviews conducted 
with 20 volunteers who had completed the survey in the quantitative phase.  
 
4.2. Quantitative phase findings 
 
This section addresses the first research question with its two specific sub-questions (1a and 1b) 
that were introduced in Section 1.5.  
 
Research question 1:  
 (a) What strategies do Vietnamese students in TNE APs use to cope with the problems they  
encounter in English oral communication? 
 (b) What influences the choice and use of these Coping-EOCS? 
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This section is structured into six parts: (1) background of the quantitative participants; (2) 
descriptive analysis and repeated measures analysis of variance (ANOVA) of the Coping-EOCS 
scale; (3) descriptive analysis of the Motivational Orientation scale; (4) descriptive analysis of 
the English Oral Proficiency scale; (5) analysis of the effects of the learner variables (gender, 
academic major, university, duration of English study, motivational orientation and English oral 
proficiency) on the Coping-EOCS scale scores using two-sample t tests, one-way ANOVA and 
Pearson correlation coefficients; and (6) a summary of the main quantitative phase findings.  
 
4.2.1. Background of participants 
 
The procedures for choosing a sample for the quantitative phase were described in Section 3.4.4. 
The participants were 333 Vietnamese students (97 males and 236 females) undertaking four 
TNE APs in three Vietnamese universities. There were 55 Accounting students, 88 Crop Science 
students, 111 Finance students and 79 International Business Administration students from the 
Foreign Trade University (79 participants), Hanoi Agriculture University (88 participants) and 
the National Economics University (166 participants; see Table 3.5).  
 
4.2.2. Coping-EOCS used by participants 
 
Participant’s responses to the 51 items of the Coping-EOCSscale were summarised using means, 
standard deviations (SDs) and 95% confidence intervals (CIs) of the mean. All items were self-
rated by participants on a 5-point Likert scale ranging from 1 (never or almost never true of me) 
to 5 (always or almost always true of me). The Coping-EOCS scale required participants to rate 
items relating strategies that they typically use to deal with the English verbal communication 
problems that emerge in their conversations with peers. The Coping-EOCS scale included two 
subscales: the Speaking subscale (28 items) and the Listening subscale (23 items; see Appendix 
A1).  
 
In the exploratory factor analysis, each of the Coping-EOCS subscales was rotated into two 
factors, resulting in a total of four factors for the Coping-EOCS scale. These factors were named 
Reduction Speaking Strategies, Achievement Speaking Strategies, Achievement Listening 
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Strategies and Reduction Listening Strategies (see Section 3.4.5). Table 4.1 shows the means, 
SDs and 95% CIs of the means for these four factors. Statistically, a 95% CI expresses the degree 
of sampling uncertainty for an estimate of the population mean using the sample mean as an 
estimate. The better the estimate is, the tighter the CI becomes. As a general rule of thumb, CIs 
that do not overlap are likely to be statistically significantly different. The participants’ mean 
ratings for the items on the Achievement Speaking Strategies and Achievement Listening 
Strategies factors were higher than their ratings for the items on the Reduction Speaking 
Strategies and Reduction Listening Strategies factors. This suggests that achievement strategies 
were preferred over reduction strategies. 
 
A repeated measures ANOVA was performed to test whether differences in the mean ratings for 
the items on the four Coping-EOCS scale factors could be considered statistically significant. 
Due to the assumption of sphericity being violated (Mauchly’s W = 0.673, df = 5, p < .001), the 
Greenhouse–Geisser corrected F test was used. A statistically significant repeated measures 
effect was found between the Coping-EOCS scale factor means, F(3, 786.65) = 91.74, p < .001.  
 
Table 4.1 
Mean, SD and 95% CIs for the Coping-EOCS Scale Factors   
 
Coping-EOCS scale factors M SD (95% CI) 
Achievement Listening Strategies 3.67 0.53 (3.61, 3.73) 
Achievement Speaking Strategies 3.57 0.51 (3.52, 3.62) 
Reduction Listening Strategies 3.33 0.50 (3.27, 3.38) 
Reduction Speaking Strategies 3.27 0.51 (3.21, 3.32) 
 
 
To explore which pairs of factors were statistically significantly different, Bonferroni corrected 
pairwise comparisons were performed. The results of this analysis are reported in Table 4.2. The 
results found that all pairs of factor means were significantly different from each other, except 
for Reduction Listening Strategies and Reduction Speaking Strategies. The mean participant 
rating for Achievement Listening Strategies was significantly higher than Achievement Speaking 
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Strategies, which in turn, was higher than both Reduction Listening Strategies and Reduction 
Speaking Strategies combined (see Table 4.2). 
 
The Cohen’s (1988) effect size, d, for the mean change, corrected for repeated measures data, is 
also included in Table 4.2. The Cohen’s d effect size provides a measure of the magnitude of the 
difference between a pair of Coping-EOCS scale factors. The associated uncertainty for each 
effect size was expressed using a 95% CI. These effect sizes ranged in absolute magnitude from 
0.12 to 0.71 and can be interpreted as the average mean difference between Coping-EOCS scale 
factors expressed in pooled standard deviations. For example, the effect size comparing the mean 
ratings, or frequency use, of items on the Achievement Listening Strategies factor with items on 
the Reduction Listening Strategies factor was d = 0.71 (see Table 4.2). This means that 
participants rated the items on the Achievement Listening Strategies factor on average 0.71 
standard deviations higher than the items on the Reduction Speaking Strategies factor. 
 
Table 4.2 
Bonferroni Corrected Pairwise Comparisons and Cohen’s Effect Size between Coping-EOCS Scale 
Factors (N = 333) 
 
Coping-EOCS scale factors Pairwise Comparisons 
Mean 
Difference 
p d 95% CI 
Reduction Speaking  Strategies Achievement Speaking Strategies −0.301 < .001 −0.49 (−0.61, −0.38) 
Reduction  Speaking  Strategies Achievement Listening Strategies −0.403 < .001 −0.67 (−0.78, −0.55) 
Reduction Speaking Strategies Reduction Listening Strategies −0.058 .201 −0.12 (−0.22, −0.01) 
Achievement  Speaking Strategies Achievement  Listening Strategies −0.102 < .001 −0.27 (−0.38, −0.16) 
Achievement  Speaking Strategies Reduction Listening Strategies 0.244 < .001 0.47 (0.36, 0.58) 
Achievement  Listening Strategies Reduction Listening  Strategies 0.345 < .001 0.71 (0.59, 0.83) 
 
 
The participants’ frequency of use of the specific items and strategies were summarised as 
descriptive statistics within the four factors (see Tables 4.3 to 4.6). For each factor, the mean 
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ratings and 95% CIs for the items were ordered from the highest to the lowest in Figures 4.1 to 
4.4.  
 
For the Reduction Speaking Strategies factor, there were nine items in this group showing the 
participant’s strategies when facing speaking problems in English language conversations with 
peers. The item means, ordered from highest to lowest, with the SDs and 95% CIs are reported in 
Table 4.3. 
 
Among the nine items reported in Table 4.3 and Figure 4.1, the strategy rated highest by the 
respondents was “I use words which are familiar to me”(Item S3), while the lowest rated item 
was, “I give up when I can’t make myself understood”(Item S30). According to Figure 4.1, Item 
S3 was a clear standout because its 95% CI did not overlap with the 95% CI of any other item. 
This suggests that participants tended to reduce conversations to words they felt confident with, 
but when faced with challenges, they were likely to demonstrate some perseverance.  
 
Table 4.3 
Means and 95% CIs of the Items in the Reduction Speaking Strategies Factor (N=333) 
 
Item Mean 95% CI SD Item description 
S3 3.90 (3.82, 3.98) 0.76 I use words which are familiar to me 
S4 3.59 (3.50, 3.68) 0.88 I reduce the message and use simple expression 
S29 3.43 (3.33, 3.53) 0.96 I ask other people to help when I can’t communicate well 
S6 3.40 (3.30, 3.50) 0.92 
I abandon the execution of a verbal plan and  just say some words 
when I don’t know what to say 
S7 3.19 (3.09, 3.29) 0.96 I pay attention to grammar and word order during conversation 
S2 3.17 (3.07, 3.27) 0.96 
I think first of a sentence I already know in English and then try to 
change it to fit the situation 
S1 3.07 (2.96, 3.18) 1.06 
I think first of what I want to say in my native language and then 
construct the English sentence 
S23 2.87 (2.76, 2.98) 1.03 I leave a message unfinished because of some language difficulty. 
S30 2.81 (2.69, 2.93) 1.14 I give up when I can’t make myself understood 
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Figure 4.1. Ordered means plot (with 95% CIs) for the items in the Reduction Speaking 
Strategies factor. Item 3’s 95% CI indicated that it was a standout item.  
 
Table 4.4 and Figure 4.2 report the descriptive statistics of respondents’ ratings of the 28 
individual items included in the Achievement Speaking Strategies factor. The highest rated 
strategies by the participants were “While speaking, I pay attention to the listener’s reaction to 
my speech” (Item S19) followed closely by “I give examples if the listener doesn’t understand 
what I am saying” (Item S20) and “I try to make eye-contact when I am talking” (Item S15). 
Item 22, “I make comprehension checks … to ensure the listener understands what I want to say” 
was the least frequently used strategy.  
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Table 4.4 
Means and 95% CIs of the Items in the Achievement Speaking Strategies Factor (N=333) 
 
Item Mean 95% CI SD Item description 
S19 3.91 (3.82, 4.00) 0.85 
While speaking, I pay attention to the listener’s reaction to my 
speech 
S20 3.77 (3.67, 3.87) 0.90 I give examples if the listener doesn’t understand what I am saying 
S15 3.68 (3.58, 3.78) 0.96 I try to make eye-contact when I am talking 
S11 3.63 (3.53, 3.73) 0.90 I pay attention to my pronunciation 
S27 3.61 (3.51, 3.71) 0.91 I try to relax when I feel anxious  
S16 3.60 (3.50, 3.70) 0.97 
I use gestures and facial expressions if I can’t communicate how to 
express myself 
S12 3.60 (3.50, 3.70) 0.92 I try to speak clearly and loudly to make myself heard 
S24 3.60 (3.51, 3.69) 0.82 I try to give a good impression to the listener 
S21 3.59 (3.50, 3.68) 0.87 I repeat what I want to say until the listener understands 
S28 3.59 (3.49, 3.69) 0.91 I actively encourage myself to express what I want to say 
S17 3.57 (3.48, 3.66) 0.81 I correct myself when I notice that I have made a mistake 
S9 3.55 (3.45, 3.65) 0.89 I change my way of saying things according to the context 
S14 3.52 (3.42, 3.62) 0.92 I pay attention to the conversation flow 
S25 3.51 (3.41, 3.61) 0.89 I don’t mind taking risks even though I might make mistakes 
S26 3.48 (3.38, 3.58) 0.93 I try to enjoy the conversation 
S10 3.47 (3.38, 3.56) 0.86 I take my time to express what I want to say 
S18 3.44 (3.35, 3.53) 0.81 
I notice myself using an expression which fits a rule that I have 
learnt  
S13 3.40 (3.30, 3.50) 0.95 I pay attention to my rhythm and intonation 
S22 3.29 (3.19, 3.39) 0.93 I make comprehension checks (e.g. making a question, or stopping 
conversation and asking whether he/ she understands..) to ensure 
the listener understand what I want to say 
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Figure 4.2. Ordered means plot (with 95% CIs) for the items in the Achievement Speaking 
Strategies factor. Item S19 and S20 standout according to the 95% CIs. 
 
 
Descriptive statistics for the 13 items included in the Achievement Listening Strategies factor are 
reported in Table 4.5 and Figure 4.3. The most frequent listening strategies were “I pay attention 
to the words which the speaker slows down or emphasises” (Item L4) and “I try to catch the 
speaker’s main point” (Item L12). The least frequently used strategy was “I pay attention to the 
speaker’s rhythms and intonation” (Item L13). Ratings for these items are very consistent 
because the 95% CIs for the items are largely overlapping. Items L4 and L12 share the highest 
mean rating, but do not substantially differ from the other items. 
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Table 4.5 
Means and 95% CIs of the Items in the Achievement Listening Strategies Factor (N=333) 
 
Item Mean 95% CI SD Item description 
L4 3.77 (3.67, 3.87) 0.91 
I pay attention to the words which the speaker slows down or 
emphasizes 
L12 3.77 (3.68, 3.86) 0.83 I try to catch the speaker’s main point. 
L3 3.73 (3.64, 3.82) 0.87 I guess the speaker’s intention by picking up familiar words 
L18 3.72 (3.63, 3.81) 0.88 
I ask the speaker to slow down when I can’t understand what the 
speaker has said. 
L21 3.72 (3.62, 3.82) 0.89 I ask for repetition when I can’t understand what the speaker has said 
L14 3.71 (3.61, 3.81) 0.94 I send to continuation signals e.g.,  eye contact, or nodding head…)to 
show my understanding in order to avoid communication gaps 
L17 3.70 (3.60, 3.80) 0.90 In conversation, I pay attention to the speaker’s eye-contact, facial 
expression and gestures. 
L7 3.67 (3.58, 3.76) 0.79 I guess the speaker’s intention based on what he/she said so far 
L10 3.65 (3.56, 3.74) 0.88 
I ask the speaker to give an example when I am not sure what he/she 
said. 
L15 3.61 (3.51, 3.71) 0.96 I pay attention to the speaker’s pronunciation. 
L20 3.61 (3.52, 3.70) 0.88 
I make a clarification request when I am not sure what the speaker 
has said. 
L9 3.54 (3.44, 3.64) 0.91 I anticipate what the speaker is going to say based on the content 
L13 3.53 (3.43, 3.63) 0.95 I pay attention to the speaker’s rhythms and intonation  
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Figure 4.3. Ordered means plot (with 95% CIs) for the items on the Achievement Listening 
Strategies factor. Ratings across these items are very consistent as the 95% CIs for the items are 
largely overlapping, except for the highest and lowest rated items. Items L4 and L12 share the 
highest mean rating, but do not substantially differ from upper and middle items.  
 
Descriptive statistics for the 10 items belonging to the Reduction Listening Strategies factor are 
reported in Table 4.6 and Figure 4.4. Respondents rated the items “I ask the speaker to use easy 
words when I have difficulties in comprehension” (Item L19), “I use body gestures…when I 
have difficulties in understanding” (Item L16) and “I make clear to the speaker what I haven’t 
been able to understand” (Item L22) as the most frequently used strategies. The lowest rated item 
was “I pay attention to the first word to judge whether it is an interrogative sentence or not” 
(Item L1).  
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Table 4.6 
Means and 95% CIs of the Items in the Reduction Listening Strategies Factor (N=333) 
 
Item Mean 95% CI SD Item description 
L19 3.62 (3.52, 3.72) 0.89 I ask the speaker to use easy words when I have difficulties in 
comprehension 
L16 3.58 (3.48, 3.68) 0.90 I use body gestures (e.g. hand or leg or head or other body parts) 
when I have difficulties in understanding 
L22 3.51 (3.42, 3.60) 0.85 I make clear to the speaker what I haven’t been able to understand. 
L25 3.42 (3.32, 3.52) 0.90 I pay attention to the subject and verb of the sentence when I listen.  
L24 3.40 (3.30, 3.50) 0.94 I especially pay attention to the interrogative when I listen to WH-
questions. 
L5 3.35 (3.26, 3.44) 0.88 I pay attention to the first part of the sentence and guess the 
speaker’s intention 
L23 3.17 (3.06, 3.28) 0.98 While listening, I only focus on familiar expressions. 
L2 3.13 (3.03, 3.23) 0.89 I try to catch every word that the speaker uses 
L11 3.08 (2.97, 3.19) 1.06 I try to translate into native language little by little to understand 
what the speaker has said. 
L1 2.99 (2.89, 3.09) 0.97 I pay attention to the first word to judge whether it is an 
interrogative sentence or not. 
 
 
 
 
Figure 4.4. Ordered means plot (with 95% CIs) for items in the Reduction Listening Strategies 
factor. Items L19, L16 and L22 are rated closely. 
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In summary, the repeated measures ANOVA found that the respondents’ mean ratings for the 
Achievement Listening Strategies factor were significantly higher than their mean rating for 
Achievement Speaking Strategies factor, which in turn were significantly higher than their mean 
ratings for the Reduction Listening Strategies factor and the Reduction Speaking Strategies 
factor. The difference between participants’ mean ratings for the Reduction Listening Strategies 
factor and the Reduction Speaking Strategies factor was not statistically significant.  
 
Further descriptive analysis and consideration of the 95% CIs of the mean ratings identified the 
following items within each of the four factors to be the most frequently self-reported strategies: 
 
Reduction Speaking Strategies 
 I use words which are familiar to me (Item S3) 
 I reduce the message and use simple expression (Item S4) 
Achievement Speaking Strategies 
 While speaking, I pay attention to the listener’s reaction to my speech (Item S19) 
 I give examples if the listener doesn’t understand what I am saying (Item S20) 
Achievement Listening Strategies 
 I pay attention to the words which the speaker slows down or emphasizes (Item L4) 
 I try to catch the speaker’s main point (Item L12) 
Reduction Listening Strategies 
 I ask the speaker to use easy words when I have difficulties in comprehension (Item L19) 
 I use body gestures (e.g., hand or leg or head or other body parts) when I have difficulties 
in understanding (Item L16) 
 I make clear to the speaker what I haven’t been able to understand (Item L22). 
 
4.2.3. Motivational orientation of participants 
 
As with the Coping-EOCS scale, descriptive analyses including means, SDs and 95% CIs were 
used to summarise responses of research participants on the 19-item Motivational Orientation 
scale. To determine the strongest and weakest reasons for studying the current TNE APs, the six 
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items on the Motivational Orientation scale with the highest meansand the six with the lowest 
means were identified.  
 
To complete the Motivational Orientation scale participants rated each item related to reasons for 
studying the current TNE APs using a 5-point Likert scale ranging from 1 (never or almost never 
true of me) to 5 (always or almost always true of me). The means of the 19 Motivational 
Orientation items ranged from 3.29 to 4.30 (see Table F1 in Appendix F for a complete table of 
the mean scores, SD and 95% CIof the mean for each motivational item).  
 
Table 4.7 shows the six Motivational Orientation items (32% of the 19 items) with the highest 
means. These reasons included gaining English qualifications, lifting social status, pursuing 
overseas study opportunities, meeting Western instructors, understanding English media and 
improving understanding of cultural differences (see Table 4.8). Item M5, “I would like to get 
good qualifications and English competence after graduation”, was a clear standout.  
 
Table 4.7 
Strongest Motivation for Choosing to Undertake the TNE APs (N= 333) 
 
Item Mean 95% CI SD Item description 
M5 4.31 (4.22, 4.4) 0.83 I would like to get good qualifications and English competence 
after graduation. 
M8 3.86 (3.76, 3.96) 0.90 Being able to speak English fluently will lift my social status. 
M2 3.80 (3.69, 3.91) 1.02 I would prefer to study further overseas for MA or Doctor 
degrees 
M14 3.78 (3.67, 3.89) 0.99 I really like to learn with Western professors in these programs. 
M10 3.78 (3.68, 3.88) 0.96 I can improve English so that I can understand English-speaking 
social media like Western films, videos, TV or radio. 
M12 3.74 (3.64, 3.84) 0.95 English will help me to know various cultures and peoples in the 
world. 
 
 
Table 4.8 lists the six Motivational Orientation items (32% of the 19 items) with the lowest 
means. These were least regarded motivations for respondentsand included employment 
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promotion, different methods of assessment, use of student-centred teaching approaches, 
usefulness for current study and future career, favourite subjects, and double degrees (see Table 
4.8). 
 
Table 4. 8  
Weakest Motivation for Choosing to Undertake the TNE APs (N= 333)   
 
Items Mean 95% CI SD Item description 
M6 3.50 (3.38, 3.62) 1.07 Western qualification will be better for my future employment 
promotion than another Vietnamese one. 
M20 3.47 (3.37, 3.57) 0.93 I prefer different methods of assessment made by these course 
lecturers. They ask us as students to keep on learning and 
improving knowledge and experience in our disciplines, which 
are valuable for our future profession.  
M18 3.45 (3.35, 3.55) 0.94 I am interested in newly student-centred teaching methods in 
these courses. Students’ viewpoints are encouraged and 
considered by teachers and other friends.  
M16 3.42 (3.32, 3.52) 0.91 I think the knowledge I have obtained in these classes is useful 
for my current study and future career. 
M15 3.36 (3.25, 3.47) 0.99 I like to learn with my favourite subjects of these courses 
M4 3.29 (3.15, 3.43) 1.26 I learn the Advanced Programs (APs) to be able to get two 
degrees after graduation as advertised (Western degree and 
Vietnamese degree). 
 
 
It was apparent that the more highly rated Motivational Orientation items were English 
competence, further overseas study after graduation, and the opportunity of studying with 
Western professors. Meanwhile the less favoured Motivational Orientation items were the 
perceived benefits of teaching and assessment methods.  
 
4.2.4. English oral proficiency levels of participants 
 
The English Oral Proficiency scale used in this study was a five-item measure of the learners’ 
oral communicative proficiency in foreign languages. Because the English Oral Proficiency scale 
was adapted from the Stanford Foreign Language Oral Skills Evaluation Matrix (Padilla & Sung, 
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1999), the Foreign Language Oral Skills Evaluation Matrix scoring guide was used to interpret 
the participants’ perceptions of their competence in English oral communication in the EFL 
context. Participants were asked to assess their own English oral proficiency across five 
domains: listening comprehension, fluency, vocabulary, pronunciation and grammar in speech. 
In each domain, there are six possible levels: from pre-production, early production, speech 
emergence, low intermediate, high intermediate to native-like speaker, which correspond to 
ratings of 1, 2, 3, 4, 5 and 6, respectively (see Section 3.4.2). The frequency and percentages of 
the participants’ self-rated levels of proficiency, based on the total scores of the English Oral 
Proficiency scale, are presented in Table 4.9. A majority of the participants self-reported their 
English verbal proficiency being at the low intermediate level (n = 144; 43.2%). No participants 
reported their English oral communicative ability at the level of pre-production and only seven 
(2.1%) rated themselves as native-like speakers.  
 
Table 4.9  
Overall English Oral Proficiency Levels of the Participants (N = 333) 
 
Levels of proficiency N % 
Pre-production (0–5) 0 0 
Early production (6–10) 21 6.3 
Speech emergence (10–15) 84 25.2 
Low intermediate (16–20)  144 43.2 
High intermediate (21–25) 77 23.1 
Native-like speaker (26–30)  7 2.1 
 
 
Table 4.10 shows the students’ self-reported proficiency ratings across the five domains of the 
English Oral Proficiency scale (see Section 3.4.2 for a complete description of each domain and 
level). Participants were most likely to rate their listening comprehension at level five (“I can 
understand nearly everything at normal speed, although occasional repetition may be necessary”), 
their fluency at level three (“I express myself using simple language. I make pauses when 
expressing complex ideas”), their vocabulary at level three (“I have an adequate working 
vocabulary and some synonyms”), their pronunciation at level four (“My speech is always 
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intelligible but a definite accent is apparent”) and their grammar at level four (“I speak using a 
range of complex patterns and grammatical rules, but some errors are still present”; see Table 
4.10). 
 
Table 4.10 
Frequency and Percentages of Participants’ Self-reported Proficiency Levels across the English 
Oral Proficiency Scale Domains (N = 333)  
 
 Proficiency 
Domain Level 1 Level 2 Level 3 Level 4 Level 5 Level 6 
Listening comprehension 7 29 89 97 104 7 
% 2.1 8.7 26.7 29.1 31.2 2.1 
Fluency 4 43 149 101 35 1 
% 1.2 12.9 44.7 30.3 10.5 0.3 
Vocabulary  10 70 96 93 62 2 
% 3 21 28.8 27.9 18.6 0.6 
Pronunciation 17 46 85 141 40 4 
% 5.1 13.8 25.5 42.3 12 1.2 
Grammar  8 38 107 116 55 9 
% 2.4 11.4 32.1 34.8 16.5 2.7 
 
4.2.5. Effect of learner variables on the Coping-EOCS scale scores 
 
The factor analysis of the current research aimed to explore the impact of gender, academic 
major and university on the participants’ Coping-EOCS. These effects were explored using 
independent-samples t tests, one-way between-groups ANOVA with post hoc tests and Pearson 
correlations. To assist with interpreting the results of these statistical tests, standardised effect 
sizes and box plots were also included. These two statistical tools, one numeric and one visual, 
were used to judge the strength of association of the factors explored and to help put the 
statistical analysis in context (Pallant, 2011).  
The effect sizes included the use of the η2 statistic and Cohen’s d. The η2 tells a researcher the 
proportion of the variance in one variable that can be accounted for by another variable 
(Thompson, 2002). The η2 statistic can range from 0 to 1, with values closer to 1 explaining 
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more variability. Cohen’s d standardises the difference between two means, by dividing the 
difference between the means by the pooled standard deviation (Thompson, 2002). For example, 
if the Cohen’s d for comparing the means of two groups was d = 1, this means that the groups 
differed, on average, by one pooled standard deviation (Cohen, 1988; 2013) 
 
Box plots were used to aid the visual inspection of the effect sizes by comparing the distribution 
of scores on variables across groups (Field, 2013; Pallant, 2011). A box plot is constructed by 
ordering and dividing the data into four equally sized groups known as quartiles. The 2
nd
quartile, 
or median, is depicted as a bold line inside a box. The top and bottom of the box extend to the 3
rd 
and 1stquartiles of the data, respectively. The box, which represents the inner 50% of the data, is 
known as the interquartile range. Extending outwards from the top and bottom of the box are the 
whiskers. The whiskers protrude to the minimum and maximum values of the data that are not 
considered to be outliers. Suspected outliers that fall beyond the whiskers are depicted using 
small circles. As such, box plots provide a useful summary for a distribution of scores and 
display measures of central tendency (i.e., the median) and data dispersion (i.e., the quartiles). 
These plots can help judge the degree of difference between groups compared using quantitative 
scores and are a useful visual supplement to numeric measures of effect size (see Figure 4.5 and 
Figure 4.6). 
 
Effect of gender 
 
Four independent-samples t-tests were conducted to compare males (n = 97) and females 
(n = 236) on the means of the Coping-EOCS factor scores. The assumption of equal variance 
was checked using Levene’s test. Where the Levene’s test was violated, an independent samples 
t-tests not assuming equal variance was used. Overall, there were no statistically significant 
differences between males and females on any of the four Coping-EOCS scale factors (see Table 
4.11). Therefore, no evidence was found to conclude that the use of these speaking and listening 
strategies was associated with gender. This finding was consistent with the very small values 
computed for Cohen’s d, which ranged from −0.08 to 0.12.   
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Table 4.11 
Independent Sample t-tests and Cohen’s d Effect Sizes Comparing Mean Coping-EOCS scale Factor Scores between Genders  
 
 
 
Levene's Test Independent sample t-test  
        
Mean 
difference 
 95% CI of the 
difference d 
Coping-EOCS scale factors Gender n Mean SD F p t df p d LB UB 
Reduction speaking strategies Male 97 3.31 0.61 11.99 <.01 0.81 143.15* 0.42 0.06 0.12 -0.12 0.36 
 
Female 236 3.25 0.46 
  
       
Achievement speaking strategies Male 97 3.58 0.46 1.75 0.19 0.34 331 0.73 0.02 0.04 -0.20 0.28 
 
Female 236 3.56 0.53 
  
       
Achievement listening strategies Male 97 3.64 0.56 0.37 0.54 -0.74 331 0.46 -0.05 -0.08 -0.32 0.16 
 
Female 236 3.68 0.51 
  
       
Reduction listening strategies Male 97 3.31 0.57 3.15 0.08 -0.29 331 0.77 -0.02 -0.04 -0.28 0.20 
  Female 236 3.33 0.47 
  
       
Note. n= sample size, SD = standard deviation, CI = Confidence interval, LB = lower bound, UB = upper bound; *Equal variances not assumed,     
d = Cohen’s d.  
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Effect of academic major 
 
To investigate whether there was a difference in the mean score for the self-reported language 
strategies used among participants from different study majors, one-way between-groups 
ANOVA was used. The descriptive statistics related to this analysis are reported in Table 4.12. 
 
Table 4.12 
Descriptive Statistics for the Coping-EOCS Scale Factors by Academic majors (N = 333) 
 
Coping-EOCS scale factors Study majors  n Mean SD 
Reduction Speaking Strategies scores Accounting
 
56 3.40 0.58 
IBA
 
78 3.16 0.51 
Finance 
 
111 3.18 0.47 
Crop Science 
 
88 3.39 0.48 
Achievement Speaking Strategies scores Accounting
 
56 3.45 0.57 
IBA
 
78 3.71 0.52 
Finance 111 3.56 0.42 
Crop Science 88 3.54 0.54 
Achievement Listening Strategies scores Accounting
 
56 3.50 0.64 
IBA
 
78 3.78 0.50 
Finance 111 3.62 0.46 
Crop Science 88 3.75 0.52 
Reduction Listening Strategies scores Accounting  56 3.35 0.59 
IBA 78 3.28 0.54 
Finance 111 3.27 0.48 
Crop Science 88 3.43 0.41 
    
Note: IBA= International Business Administration 
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In terms of the speaking strategies (measured by the two factors of the Speaking subscale), the p 
values for Levene’s tests, p = .40 and p = .12 for the Reduction Speaking Strategies factor and 
the Achievement Speaking Strategies factor, respectively, were not statistically significant. This 
meant that there was no violation of the homogeneity of variance assumption (Pallant, 2011). 
The one-way ANOVA results showed that there was a statistically significant difference in the 
mean scores of both the Reduction Speaking Strategies factor and the Achievement Speaking 
Strategies factor among the four academic majors, F(3, 329) = 5.5, p = .001 and F(3, 329)= 3.11, 
p = .027, respectively. However, the magnitude of the difference in mean scores between the 
major groups was small. The effect sizes calculated using η2, were .05 and .03 for the Reduction 
Speaking Strategies factor and the Achievement Speaking Strategies factor, respectively. This 
meant that only 5% and 3% of the variation in the Reduction Speaking Strategies factor and the 
Achievement Speaking Strategies factor was explained by academic major. Post hoc 
comparisons using the Tukey honestly significant difference (HSD) test for one-way ANOVA 
are summarised in Table 4.13. The table also reports Cohen’s d and 95% CIs for each pairwise 
comparison.  
 
For the Reduction Speaking Strategies factor, the post-hoc comparisons using the Tukey HSD 
method showed that the mean score for International Business Administration was significantly 
lower than the mean scores for Accounting and Crop Science students, but was not statistically 
significantly different from the mean score for the Finance major. Furthermore, the mean score 
of Reduction speaking strategies for Finance major students was significantly lower than the 
mean scores for the Accounting and Crop Science students. There was no statistically significant 
difference between the mean scores of the Accounting and Crop Science students (Table 4.13).  
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Table 4.13 
Post hoc Pairwise Comparisons for One-way ANOVA and Cohen’s d Effect Sizes Comparing Means of Reduction Speaking Strategies 
and Achievement Speaking Strategies Ratings across Academic majors  
 
Factor Pairwise Comparison 
Mean 
Difference SE p 
Mean Difference 
95% CI Cohen’s 
95% CI 
for d 
LB UB d LB UB 
Reduction Speaking Strategies Accounting IBA 0.25 0.09 0.03 0.02 0.47 0.46 0.22 0.70 
 Accounting Finance 0.22 0.08 0.04 0.01 0.44 0.43 0.19 0.67 
 Accounting Crop Science 0.01 0.09 1.00 -0.21 0.23 0.02 -0.22 0.26 
 IBA Finance -0.02 0.07 0.99 -0.22 0.17 -0.06 -0.30 0.18 
 IBA Crop Science -0.24 0.08 0.01 -0.44 -0.03 -0.49 -0.73 -0.25 
 Finance Crop Science -0.21 0.07 0.02 -0.40 -0.03 -0.44 -0.68 -0.20 
           
Achievement Speaking Strategies Accounting IBA -0.26 0.09 0.02 -0.48 -0.03 -0.48 -0.72 -0.24 
 Accounting Finance -0.11 0.08 0.54 -0.32 0.10 -0.23 -0.47 0.01 
 Accounting Crop Science -0.09 0.09 0.73 -0.31 0.13 -0.16 -0.40 0.08 
 IBA Finance 0.15 0.07 0.20 -0.05 0.34 0.32 0.08 0.56 
 IBA Crop Science 0.17 0.08 0.14 -0.03 0.37 0.32 0.08 0.56 
 Finance Crop Science 0.02 0.07 0.99 -0.16 0.21 0.04 -0.20 0.28 
Note. Post-hoc tests for one-way ANOVA were based on Tukey HSD method. LB and UB = Upper and lower bound of 95% CI; IBA= 
International Business Administration 
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Table 4.14 
 
Posthoc Pairwise Comparisons for One-way ANOVA and Cohen’s d Effect Sizes Comparing Means of Achievement Listening 
Strategies and Reduction Listening Strategies Ratings across Academic majors 
 
 
Factor Pairwise Comparison 
Mean 
Difference SE p 
Mean Difference 
95% CI Cohen’s 
95% CI 
for d 
LB UB d LB UB 
Achievement listening strategies* Accounting IBA -0.28 0.10 0.03 -0.55 -0.02 -0.50 -0.74 -0.26 
 Accounting Finance -0.12 0.10 0.62 -0.37 0.13 -0.23 -0.47 0.01 
 Accounting Crop Science -0.24 0.10 0.08 -0.51 0.02 -0.44 -0.68 -0.20 
 IBA Finance 0.17 0.07 0.10 -0.02 0.35 0.34 0.10 0.58 
 IBA Crop Science 0.04 0.08 0.96 -0.17 0.25 0.06 -0.18 0.30 
 Finance Crop Science -0.13 0.07 0.28 -0.31 0.06 -0.27 -0.51 -0.03 
           
Reduction listening strategies* Accounting IBA 0.07 0.10 0.90 -0.19 0.33 0.12 -0.12 0.36 
 Accounting Finance 0.08 0.09 0.79 -0.15 0.32 0.15 -0.09 0.39 
 Accounting Crop Science -0.08 0.09 0.83 -0.31 0.16 -0.16 -0.40 0.08 
 IBA Finance 0.01 0.08 1.00 -0.18 0.21 0.02 -0.22 0.26 
 IBA Crop Science -0.15 0.08 0.21 -0.34 0.05 -0.32 -0.56 -0.08 
 Finance Crop Science -0.16 0.06 0.06 -0.33 0.00 -0.36 -0.60 -0.12 
Note. *Post-hoc tests for one-way ANOVA based on Games-Howell method which does not assume equal variance. LB and UB = Upper and 
lower bound of 95% CI, IBA= International Business Administration 
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The impact of academic major on the Reduction Speaking Strategies factor scores are 
summarised in the box plots in Figure 4.5(a). The largely overlapping distributions indicate small 
differences 
 
 
   (a)       (b) 
 
   (c)       (d) 
 
Figure 4.5. Box plots showing distributions of the four Coping-EOCS scale factor scores by 
academic major: (a) Reduction Speaking Strategies, (b) Achievement Speaking Strategies, (c) 
Achievement Listening Strategies and (d) Reduction Listening Strategies. 
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Referring to the Achievement Speaking Strategies factor, the post hoc comparisons using the 
Tukey range test found that the mean score for International Business Administration students 
was significantly higher than the mean score for Accounting students. However, there was no 
significant difference in the mean scores for the other majors (Table 4.13). Box plots of the 
Achievement Speaking Strategies scores by academic major are shown in Figure 4.5(b). 
 
For listening strategies (measured using the two factors of the EOCS-Listening subscale), the p 
values for Levene’s tests (p = .024 and p = .023 for Achievement Listening Strategies and 
Reduction Listening Strategies, respectively) were both statistically significant, and therefore, 
the assumption of homogeneity of variance was violated. The robust Welch test was therefore 
used in place of a standard one-way ANOVA. The Welch test result for the Achievement 
Listening Strategies indicated that there was a statistically significant difference in the mean 
scores for the four academic majors, F(3, 157.86) = 3.7, p = .014. Post hoc comparisons using 
the Games–Howell test showed that the mean scores for Accounting students was significantly 
lower than of the mean score for International Business Administration students. There were no 
differences among the three other students (see Table 4.14 above). Box plots summarising the 
distribution of Achievement Listening Strategies scores across academic major are shown in 
Figure 4.5(c). 
 
The Welch test result for the Reduction Listening Strategies factor showed that there was no 
significant differences between the mean scores for academic major, F(3, 158) = 2.4, p = .62. 
Therefore, no post hoc comparisons were required, but Cohen’s d effect sizes are still reported in 
Table 4.14. Box plots summarising the distribution of Reduction Listening Strategies factor are 
shown in Figure 4.5(d).  
 
Effect of university setting 
 
To test whether there were differences in the mean scores for the speaking and listening 
strategies for participants from different universities, a one-way ANOVA was used. The 
descriptive statistics related to this analysis are summarised in Table 4.15. 
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Table 4.15 
Descriptive Statistics for the Coping-EOCS Scale Factors by University (N = 333)  
 
Coping-EOCS scale factors University  n Mean SD 
Reduction Speaking Strategies scores NEU 166 3.26 0.52 
FTU
 
79 3.15 0.52 
HAU
 
88 3.39 0.48 
 
   
Achievement Speaking Strategies scores NEU
 
166 3.53 0.45 
FTU
 
79 3.68 0.57 
HAU 88 3.54 0.54 
 
   
Achievement Listening Strategies scores NEU
 
166 3.59 0.52 
FTU
 
79 3.76 0.54 
HAU 88 3.75 0.52 
 
   
Reduction Listening Strategies scores NEU 166 3.30 0.52 
FTU 79 3.27 0.55 
HAU 88 3.43 0.41 
    
Note: FTU= Foreign Trade University, HAU= Hanoi Agriculture University, NEU= National Economic 
University. 
 
In relation to Speaking strategies (measured by the two factors of the Speaking subscale), the p-
values for Levene’s tests, p = .87 and p = .11 for the Reduction Speaking Strategies factor and 
the Achievement Speaking Strategies factor, respectively, were not statistically significant, 
indicating that there was no violation of the homogeneity of variance assumption. The one-way 
ANOVA results revealed a statistically significant difference in the mean scores of the Reduction 
Speaking Strategies factor F (2, 330) = 5.0, p = .007; but no difference in the mean scores for the 
Achievement Speaking Strategies factor F (2, 330) = 2.4, p = .09. The effect sizes, calculated 
using η2 were .03 and .01, respectively, which suggest that only 3% and 1% of the variation in 
the use of the Reduction Speaking Strategies and Achievement Speaking Strategies was 
explained by university. Post hoc comparisons using the Tukey HSD test for the statistically 
significant one-way ANOVA are reported in Table 4.16. The table also reports Cohen’s d and 
95% CIs for each pairwise comparison. 
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Table 4.16 
Post hoc Pairwise Comparisons for One-way ANOVA and Cohen’s d Effect Sizes Comparing Means Scores for the Reduction 
Speaking Strategies and Achievement Speaking Strategies Ratings Factors by University  
 
 
Factor Pairwise 
Comparison 
Mean 
Difference 
 
SE 
 
p 
Mean Difference 
95% CI 
Cohen’s 
d 
95% CI for d 
  LB UB LB UB 
 
Reduction Speaking Strategies 
NEU FTU  0.11 0.07 0.23 -0.05 0.28 0.21 -0.03 0.45 
NEU HAU -0.13 0.07 0.12 -0.29 0.02 -0.26 -0.5 -0.02 
FTU HAU -0.24 0.08 0.01 -0.43 -0.06 -0.49 -0.73 -0.25 
 
          
Achievement Speaking Strategies NEU FTU -0.14 0.07 0.09 -0.31 0.02 -0.31 -0.55 -0.07 
NEU HAU 0.00 0.07 1.00 -0.16 0.15 -0.02 -0.26 0.22 
 
FTU HAU 0.14 0.08 0.17 -0.04 0.33  0.25  0.01 0.49 
                      
Note. Post-hoc tests for one-way ANOVA based on Tukey HSD method. LB and UB = Upper and lower bound of 95% CI, FTU= Foreign Trade 
University, HAU= Hanoi Agriculture University, NEU= National Economic University. 
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For the Reduction Speaking Strategies factor, post hoc comparisons using the Tukey HSD 
test found that the mean score for participants from Foreign Trade University was 
significantly lower than of the mean score for participants from Hanoi Agriculture University 
(p = .01). There was no statistically significant difference in the use of these strategies 
between either the means scores of National Economics University and Hanoi Agriculture 
University or the mean scores of National Economics University and Foreign Trade 
University (Table 4.16). The impacts of university on the mean scores for the Reduction 
Speaking Strategies factor are illustrated in Figure 4.6(a).  
 
Because the one-way ANOVA for the Achievement Speaking Strategies factor was not 
statistically significant, post hoc comparisons were not performed (Table 4.16). Box plots 
comparing the mean scores for the Achievement Speaking Strategies factor by university are 
shown in Figure 4.6(b). 
 
For listening approaches (measured by the two factors of the Listening subscale), the p values 
for Levene’s tests for the Achievement Listening Strategies factor and the Reduction 
Listening Strategies factor were .97 and .02, respectively. The assumption of equal variance 
was not satisfied for the Reduction Listening Strategies factor, and therefore, the robust 
Welch was used in place of the standard one-way ANOVA. The effect sizes calculated using 
η2 were .02 and .01 respectively, meaning that only 2% and 1% of the variation in the mean 
scores for the Achievement Listening Strategies factor and the Reduction Listening Strategies 
factor could be explained by university.  
 
For the Achievement Listening Strategies factor, the post hoc comparisons using Tukey HSD 
test found that mean score for Foreign Trade University was significantly higher than 
National Economics University, (p = .04). Table 4.17 also shows that there was no significant 
difference between the mean scores for either Hanoi Agriculture University and National 
Economics University; or Hanoi Agriculture University and Foreign Trade University. Box 
plots summarising the distribution of Achievement Listening Strategies scores by university 
are shown in Figure 4.6(c). 
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Table 4.17 
Post hoc Pairwise Comparisons for One-way ANOVA and Cohen’s d Effect Sizes Comparing Means Scores for the Achievement Listening 
Strategies and Reduction Listening Strategies Ratings Factors by University  
 
Factor Pairwise Comparison 
Mean 
SE p 
Mean Difference 
Cohen’s 
d 
95% CI for d 
Difference 95% CI 
  LB UB LB UB 
Achievement listening strategies NEU FTU -0.17 0.07 0.04 -0.34 -0.01 -0.32 -0.56 -0.08 
 
NEU HAU -0.16 0.07 0.06 -0.32 0.00 -0.31 -0.55 -0.07 
 
FTU HAU 0.02 0.08 0.98 -0.17 0.21 0.02 -0.22 0.26 
           
Reduction listening strategies*  NEU FTU 0.03 0.07 0.91 -0.14 0.20 0.06 -0.18 0.30 
 
NEU HAU -0.13 0.06 0.08 -0.27 0.01 -0.27 -0.51 -0.03 
 
FTU HAU -0.16 0.08 0.09 -0.34 0.02 -0.33 -0.57 -0.09 
                      
Note. *Post-hoc tests for one-way ANOVA based on Games-Howell method, which does not assume equal variance. LB and UB = Upper and lower bound 
of 95% CI, FTU= Foreign Trade University, HAU= Hanoi Agriculture University, NEU= National Economic University. 
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For the Reduction Listening Strategies factor, the p value of the robust Welch test (p = .05) 
was not statistically significant and, therefore, the Games-Howell post hoc pairwise 
comparisons were not interpreted. Box plots showing the distribution of mean scores for the 
Reduction Listening Strategies factor by university are shown in Figure 4.6(d).  
 
 
 
          (a)                   (b)    
 
 
               (c)                      (d)  
 
Figure 4.6. Box plots showing mean scores for the four Coping-EOCS scale factors by 
university: (a) Reduction Speaking Strategies, (b) Achievement Speaking Strategies, (c) 
Achievement Listening Strategies and (d) Reduction Listening Strategies. 
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Relationship between and Coping-EOCS usage and motivation orientation 
 
The relationship between the Coping-EOCS strategy use and motivation of participants, 
measured by the Motivational Orientation scale, was explored using Pearson correlations. 
Pearson correlations are the most common correlation measure used to explore the direction 
and strength of linear relationships between two variables (Field, 2007; Pallant, 2011). 
Pearson correlation coefficients (r) can take on values ranging from −1.0 to 1.0. The sign of 
the number indicates the direction of the relationship. There may be either a positive 
correlation (meaning as one variable rises, the other does too) or a negative correlation 
(meaning as one variable increases, the other decreases). The size of the absolute value of the 
correlation indicates the strength of the relationship. For instance, Pallant (2011) clarified that 
a value r = 0 suggests no relationship at all, while a value r = 1.0 suggests a perfect positive 
correlation, and r = −1.0 suggests a perfect negative correlation (Pallant, 2011). Similarly, 
according to guidelines suggested by Cohen (1988), an absolute r from .10 to .29 indicates 
weak relationship, r from .30 to .49 suggests a medium relationship and r from .50 to 1.0 
represents a strong relationship.  
 
Preliminary analyses were performed by generating scatterplots to visually check for linear 
relationships and rule out non-linear relationships. The scatterplots between total 
Motivational Orientation scores and the scores on the two subscales of the Coping-EOCS 
scale are shown in Appendix G1. The correlations between the Motivational Orientation scale 
and the four factors of the Coping-EOCS scale are presented in Table 4.18.   
 
Table 4.18 
Pearson Correlations between the Scores of the Motivational Orientation Scale and the 
Coping-EOCS Scale Factors (N = 333) 
 
 
Motivational 
Orientation total 
score 
 
Coping- EOCS Scale Factors r p 
Reduction Speaking Strategies .357 < .001 
Achievement Speaking Strategies  .651 < .001 
Achievement Listening Strategies .557 < .001 
Reduction Listening Strategies .406 < .001 
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There were positive and statistically significant correlations between the Motivational 
Orientation scores of participants and scores on all four factors of the Coping-EOCS scale. 
There was a strong correlation between the Motivational Orientation score and both the 
Achievement Speaking Strategies factor score (r = .651) and the Achievement Listening 
Strategies factor score (r = .557). There was a medium correlation between the Motivational 
Orientation score and both the Reduction Speaking Strategies (r = .357) and the Reduction 
Listening Strategies (r = .406). Overall, the higher the Motivational Orientation score, the 
more likely TNE AP leaners score highly on the four factors. This suggests that these learners 
tended to use more strategies when they are more motivated in their study.  
 
Relationship between Coping-EOCS usage and English oral proficiency 
 
The relationship between the uses of coping strategy, as measured by the four factors of the 
Coping-EOCS scale, and English oral proficiency, as measured by the English Oral 
Proficiency scale, was also estimated using Pearson correlations. 
 
The scatterplots of the preliminary analyses of the relationship between the total English Oral 
Proficiency scores and the scores for the four factors of the Coping-EOCS scale are shown in 
Appendix G2. The relationship between the four Coping-EOCS factors and the English oral 
proficiency levels of participants were shown in Table 4.19.  
 
Table 4.19. 
 Pearson Correlations between Coping-EOCS Scale Factors and English Oral Proficiency 
Scores (N = 333)  
 
 
 
English Oral 
Poficiency total scores 
 
Coping- EOCS Scale Factors r p 
Reduction Speaking Strategies -.114 .037 
Achievement Speaking Strategies  .271 < .001 
Achievement Listening Strategies .097 .079 
Reduction Listening Strategies -.010 .856 
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There were positive relationships between level English Oral Proficiency score and the 
Achievement Speaking Strategies and Achievement Listening Strategies factor scores. 
However, only the correlation with Achievement Speaking Strategies was statistically 
significant (p<.001) and the effect size was considered small. There were negative 
correlations between the English Oral Proficiency scores and the Reduction Speaking 
Strategies, Reduction Listening Strategies factor scores. However, only the relationship 
between Reduction Speaking Strategies and English Oral Proficiency scores was statistically 
significant.  
 
The results suggest that the students with higher English Oral Proficiency scores in this study 
tended to score higher on the Achievement Speaking Strategies factor, but lower on the 
Reduction Speaking Strategies and Reduction Listening Strategies factors. There was no 
relationship between English Oral Proficiency scores and the remaining Achievement 
Listening Strategies factor.  
 
4.2.6. Summary of quantitative phase findings 
 
This section summarises the salient findings emerging from the quantitative phase of the 
current research. The quantitative phase was designed to address Research questions 1 (both 
1a and 1b; see Section 1.5).  
 
In relation to the sub-research question 1a, the quantitative phase of the study identified 17 
specific strategies that formed four popular factors of the Coping-EOCS scale. Respondents 
were found to use more of the strategies in the Achievement Speaking Strategies and 
Achievement Listening Strategies than the strategies in the Reduction speaking Strategies and 
Reduction Listening Strategies. 
 
Of the 17 specific strategies in the Coping-EOCS, the most favoured strategies in the 
Reduction Speaking Strategies factor were word-attention (Item S3), message reduction 
(Items S4) and appealing for help (Item S29), while the most frequent strategies in the 
Reduction Listening Strategies were word-attention (Item L19) and non-verbal replacement 
(Items L16 and L22). In contrast, the least preferred strategies in the Reduction Speaking 
Strategies factor were first language switching (Item S1), message abandonment (Item S23) 
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and conversation cancellation (Item S30). The least preferred strategies in the Reduction 
Listening Strategies factor were first language switching (Item L11) and focusing on 
grammar (Items L1).  
 
The preferred strategies in the Achievement Speaking Strategies factor were non-verbal 
support (Items S19 and S15) and clarification (Item S9). The preferred strategy in the 
Achievement Listening Strategies factor was focusing on conversation flow (Items L4 and 
L12). In contrast, the least preferred strategies in the Achievement Speaking Strategies were 
time-gaining (Item S13) and fluency-focusing (Item S13). The least preferred strategy in the 
Achievement Listening Strategies factor was fluency-focusing (Item L13).  
 
For sub-research question 1b, the results showed that Motivational Orientation score, English 
Oral Proficiency score, academic majors and university were associated with the Coping-
EOCS scale factors, while gender and duration of English study were not.  
 
The higher the Motivational Orientation score, the higher the participants scored on the four 
Coping-EOCS factors. The strongest relationships were those for the Achievement Speaking 
Strategies and the Achievement Listening Strategies. The highest rated motivators of the 
participants for undertaking the TNE APs included qualifications, English language 
competence, social status, and higher overseas education opportunities. 
 
For the English proficiency level of participants, most participants (43.2%) self-reported their 
English oral proficiency at low-intermediate levels, while only a quarter assessed themselves 
at a higher intermediate level. Statistically significant correlations showed that students with 
higher English Oral Proficiency scores tended to have higher scores on the Achievement 
Speaking Strategies factor and lower scores on the Reduction Speaking Strategies factor.  
 
The academic majors and universities were also examined to discover whether they were 
associated with scores on the four Coping-EOCS factors. Comparisons between universities 
indicated that there was a statistically significant difference in the mean scores for the 
Reduction Speaking Strategies factor between the Foreign Trade University students and the 
Hanoi Agriculture University students. There was also a significant difference between mean 
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scores for the Achievement Listening Strategies factor for the Foreign Trade University 
students and the National Economic University students.  
 
Statistically significant differences in the use of Coping-EOCS were identified between the 
four different academic majors. The results found that for the Reduction Speaking Strategies 
factor, there was a significant difference between the mean scores of the International 
Business Administration students and Accounting students; International Business 
Administration students and Crop Science students; Finance students and Accounting 
students; and Finance students and Crop Science students. For the mean scores for the 
Achievement Speaking Strategies and the Achievement Listening Strategies factors, there 
was a significant difference between International Business Administration students and 
Accounting students. International Business Administration students tended to use fewer of 
the strategies included in the Reduction Speaking Strategies factor than both students 
Accounting students and Crop Science students. For the Achievement Speaking Strategies 
and Achievement Listening Strategies factors, mean scores of International Business 
Administration students were much higher than mean scores for Accounting students. 
 
Figure 4.7. Findings of the quantitative phase of the current research 
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Overall, the findings of the quantitative phase of the research 4.2 provide a valuable overview 
of the strategies used by Vietnamese students to deal with their English oral communication 
problems and the factors that influence their choice and use of these strategies (see Figure 
4.7). Findings from the qualitative phase of the research will be presented in the Section 4.3. 
Then, in Chapter 5, the findings of the two phases will be triangulated in accordance with 
previous findings that were summarised in the literature review.   
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4.3. Qualitative phase findings 
 
The qualitative phase of the research was undertaken to explore the types of EOCS, both 
Coping-EOCS and Developing-EOCS, used by the participants and the factors influencing 
participants’ choice and use of these strategies. The participant’s variables include gender, 
motivational orientation, English language proficiency level, academic major, cultural and 
educational background. This phase aimed to answer the two research questions of the study: 
 
Research question 1:  
(a) What strategies do Vietnamese students in TNE APs use to cope with the problems 
they encounter in English oral communication? 
 (b) What influences the choice and use of these Coping-EOCS? 
 
Research question 2:  
(a) What strategies do Vietnamese students in TNE APs use to develop their English oral 
communicative competence?  
(b) What influences the choice and use of these Developing-EOCS? 
 
This section presents the findings of the analysis of the interviews that were conducted with 
20 participants during the qualitative phase of the research.  This section begins with a 
description of the participants who were chosen for the interview, followed by the main 
findings (e.g., use of Coping-EOCS, Developing-EOCS, English proficiency, and 
motivational orientation of the qualitative participants) based on the interview guide. Themes 
emerging from the analysis are presented in relation to other learner variables. A summary of 
these findings is presented at the end of this section.  
 
4.3.1. Background of participants 
 
The procedure for choosing 20 interviews was described in the previous chapter (see Section 
3.4.3). Because these were anonymous interviews, each participant was given a unique code 
(e.g., AP01, AP02 …. AP20; see Section 3.5.3) that is used to identify participants in this 
section.   
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For the process of interpreting the data, English translations and evidence of the participants’ 
speech are presented first and are followed by Vietnamese transcriptions in square brackets 
for those readers who may want to see the original Vietnamese. In some cases, the 
researcher’s explanations or notes are added in parentheses and ellipses are used to indicate 
the omission of unimportant speech.  
 
As described in Chapter 3, data coding and theming theory suggested by Braun and Clarke 
(2006) was used to analyse the interview transcripts. The Vietnamese transcripts of each 
interview were read several times by the researcher to identify emergent themes and 
concepts. The following sections describe the emergent themes and are organised under (a) 
English language experience and proficiency, (b) use of Coping-EOCS, (c) use of 
Developing-EOCS, (d) learner’s motivational orientation, and (e) the relationship between 
the choice and use of these strategies and other learner variables (e.g., gender, major, cultural 
background, different teaching and learning methods, and educational setting).  
 
4.3.2. English language experience and proficiency of participants 
 
As discussed previously, English is the main language for instruction and assessment in the 
TNE APs in Vietnam, in which these research participants were engaged. This was the first 
time these students had been involved in learning in the English language in an international 
program. Before beginning the TNE APs these students had learned English only as a single 
school subject and Vietnamese had been used to learn other school subjects.  
 
The purpose of the current study was to explore the influence of participant’s English 
language proficiency levels on the types of EOCS used by Vietnamese learners. Therefore, 
the English language background and English ability of participants was a focus of the 
qualitative phase of this research. The second section of the interview contained several 
questions about the English ability of participants before and during their TNE APs (see 
Appendix A2 for details of the interview guide). The analysis of qualitative data reported that 
these 20 participants had different English language backgrounds prior to being admitted to 
these TNE APs.  
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English language background of participants 
 
In the Vietnamese educational system, high school students can choose to study either in 
selective classes focusing on certain key study fields such as humanities (e.g., languages, 
literature and history); natural sciences (e.g., mathematics, physics and technology) or socio-
biology (e.g., biology and chemistry), or in regular mixed-ability classes where all subjects 
are given the same attention by both teachers and students. If students choose the selective 
classes, their specialised areas will be given more priority by school teaching staff and by the 
students themselves, who are expected to sit exams for entrance to universities that specialise 
in these fields. Humanities students are expected to sit exams for entrance to universities of 
languages or humanities; natural science students are expected to sit exams for entrance to 
universities of technologies or economics; and socio-biology students are expected to sit 
exams for universities of medicine or pharmacy. However, students can choose to sit exams 
for entrance to any university or any academic majors that are outside their previous high 
school study fields.  
 
In the current research, participants were divided into two groups: high school English 
language majors and high school non-English language majors. The analysis of data from the 
qualitative phase revealed that six participants had high school English language major 
backgrounds while the remaining 13 participants had high school non-English major 
backgrounds before their current TNE APs. Therefore, these two groups of students were 
different in terms of the English language ability. In practice, English language major 
students have more opportunities to learn and experience different English language teaching 
methods from highly qualified Vietnamese teachers of English, or even teachers who are 
native speakers of English, than non-English language major students. In the Vietnamese 
high school curriculum approved by Vietnam’s Ministry of Education and Training, a foreign 
language subject is compulsory for all school students. They can choose to learn English, 
French or German, depending on the availability of language teachers in their school, and 
allocation of teachers by Vietnam’s Ministry of Education and Training. Class hours for 
practising English were much higher for the English language majors than for the non-
English language major group. Therefore, participants who were English language majors at 
high school are at higher English proficiency levels and have more advantage than the non-
English language majors.   
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Over the last two decades, English has become one of the six compulsory subjects in all 
secondary schools in Vietnam (Tran et al., 2014). In response to the interview question 
asking how many years they had learned English before participating in this research project, 
participants reported the number of years that they have been learning English as a foreign 
language in their high school and current university studies. Table 4.20 shows the distribution 
of the number of years that participants had been studying English as a foreign language.  
 
Table 4.20 
Duration of English Study of the Interview Participants (N = 20) 
 
Years of English study n 
1–3 years 1 
3–5 years 2 
6–10 years 5 
>10 years 12 
 
Table 4.20 shows that a majority of the interview participants had been learning English for 
more than 10 years. There were two emerging issues relating to the English study background 
of the research participants. First, all explained that they learned English as a school subject 
only; they did not experience English in other subjects before undertaking the TNE APs in 
which English is used to teach and learn all program subjects. Second, learners who have a 
similar duration of English study are not necessarily expected to have the same English 
proficiency levels (Cheng, 2007). The following sections report the confidence in using 
English of the interview participants from their own expressions and assessments.  
 
 English ability of participants prior to the TNE APs 
  
As discussed earlier in the Introduction chapter, (see Section 1.2), English language ability 
was one of the compulsory requirements for admission to the TNE APs (MOET, 2008). In 
the current research, the English language ability of the participants, particularly their oral 
communication competence, was explored during the interview before asking about the 
specific strategy they use to cope with oral communication problems or to develop oral 
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communication skills. The questions for this investigation were included in section 2 of the 
interview guide (see Appendix A2) such as:   
 Which skills of English subject did you feel confident with prior to these TNE APs? 
Why?  
 Did you feel more confident with your English speaking and listening skills prior to 
these TNE APs? Why (not)?  
 
When giving answers to these questions, six participants (AP01, AP02, AP05, AP10, AP12 
and AP13) claimed that they did not feel confident with any English skills before undertaking 
the TNE APs because they had not concentrated on learning English at secondary school, 
even though two of them had learned English as a school subject for over 10 years. Six 
respondents reported being more confident in English grammar skills, while five participants 
said that they were more confident with one or both of reading and writing in English due to 
the effects of traditional Vietnamese teaching and learning methods for English language as 
one school subject. For instance,  
My English subject at secondary school was completely different from what I have been 
taught at university here. I was taught English grammar only, with no English oral 
communication skills (AP07) 
[Môn Tiếng Anh ở trường phổ thông khác hoàn toàn Tiếng Anh được học tại trường Đại học. 
Trước đây, em chỉ được học ngữ pháp Tiếng Anh thôi, chứ không có các kỹ năng giao tiếp] 
 
The other participants reported less confidence because of the different academic study area 
(AP05), lack of practical opportunities (AP13) or their school locations (AP16 and AP20). 
For example,  
Actually, in high school, I studied in the special class for chemistry, particularly in scientific 
study area, not in languages. Therefore, prior to this AP, I didn’t feel confident with any 
skills of English language at all. (AP05) 
[Thực ra ở trường phổ thông, em học ở lớp chuyên Hóa, chứ không học chuyên ngoại ngữ. 
Vì thế, trước khi học ở chương trình tiên tiến, em không thấy tự tin với bất cứ kỹ năng tiếng 
Anh nào cả]  
 
At schools, what I had learnt was in textbooks, without real practices in society. (AP13) 
 [ở trường phổ thông, bọn em toàn học trên sách vở, chứ không có thực hành ngoài đời đâu]  
 
I used to be an English-majored student, but … I felt that I was not confident enough with 
my English speaking skill, and I myself hadn’t had manyopportunities of practising English 
speaking. I was not living in Hanoi city; therefore, talking with foreigners in real English 
speaking environment to practise was really limited (AP16) 
[Em từng là học sinh chuyên Anh, nhưng... tính ra em chưa đủ tự tin với kỹ năng giao tiếp 
nói của em, và nói chung là cũng chưa có nhiều cơ hội để tiếp xúc và giao tiếp nhiều. Vì em 
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không phải là người Hà Nội nên việc tiếp xúc với người nước ngoài hoặc môi trường nói 
tiếng Anh không nhiều, cũng có nhiều hạn chế ạ]  
 
However, when referring to the two oral communicaton skills – speaking and listening – 
three participants felt confident in their speaking, three participants felt confident in their 
listening skills and one participant felt confident in both speaking and listening skills. 
Confidence in English speaking or listening appears to be connected with the fact that four 
participants (AP04, AP09, AP15 and AP16) had English language-major backgrounds. Two 
other participants (AP06 and AP07) had non-English language major backgrounds and had 
already attended English oral communication improvement courses taught by English-
speaking teachers at private language centres before commencing their TNE APs. One 
participant (AP04) admitted that her confidence in speaking English was driven from her 
personal hobbies and family support, rather than from her English language classes at school. 
For example,  
It seems the speaking skill of English that I was the most confident. At school, I did not have 
many opportunities of speaking English, but my benefit was that my mother was a teacher of 
English; therefore, my mother helped me a lot in practising English speaking at home 
(AP04) 
[Dường như kỹ năng nói là em tự tin nhất. Thực ra hồi học phổ thông em cũng không có 
nhiều cơ hội giao tiếp lắm, nhưng em có một lợi thế là mẹ em là giáo viên dạy tiếng Anh 
nên ở nhà thì được mẹ rèn luyện cho nhiều]  
 
The English language backgrounds of these participants were dissimilar, and their confidence 
in English communication skills varied considerably. An important issue was whether their 
confidence in using English improved during their time in the TNE APs. The following 
section describes the participants’ self-evaluation of their English skills after one or two years 
in the TNE APs.  
 
English ability of participants after involvement in the TNE APs 
 
One of the criteria for recruiting participants for the current research was that they must be 
second or third year students of a four-year TNE AP and have already completed at least one 
year of English study, which was a requirement of the TNE APs issued by the Vietnamese 
Ministry of Education and Training (MOET, 2008). The reason for the choice of this 
particular group of participants was to explore whether or not the new English-speaking 
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environment of the TNE APs supported the development of English oral communication 
skills in Vietnamese learners.  
 
The question for this part of the interview was: After a period of studying in this TNE AP, do 
you feel more confident with your general English and your English oral communication 
skills? Why ? (See Appendix A2 for interview guide).  
 
With respect to the improvement of their English oral communication skills in comparison 
with previous experiences, eight interviewees reported that they felt more confident with 
either English speaking or listening, and five interviewees reported feeling confident with 
both speaking and listening skills. However, five interviewees said that they had no 
improvement in their English speaking and listening skills. The reasons were that TNE AP 
students were only able to practise their English with other Vietnamese students and 
Vietnamese teachers (AP11 and AP14), they had very few or no foreign teachers compared to 
the number of Vietnamese teachers in the TNE APs (AP18 and AP06), they had few 
opportunities for practising English outside their academic environment and in their social 
life (AP04 and AP10), or their own introverted personalities (AP13 and AP05). 
 
Five interviewees felt that their general English language skills (i.e., reading, grammar and 
vocabulary) were improved because they had to read thick reference books written in English 
with plenty of new words, and new concepts as a requirement of the TNE APs. However, 
four out of these five students reported almost no improvement in their English speaking and 
listening skills after one year of studying in the TNE APs, although their general English 
abilities had.  For example,  
My English speaking skill seems to be worse because although it is named the Advanced 
Program, there are not many chances of speaking English in classes....we  can't improve our 
English speaking skill much (AP06) 
[Em thấy kỹ năng nói Tiếng Anh của em có phần kém hơn so với ban đầu bởi vì mặc dù gọi là 
Chương trình tiên tiến, nhưng cũng chẳng có nhiều cơ hội nói tiếng Anh trên lớp mấy.... cho 
nên bọn em chẳng cải thiện được kỹ năng nói Tiếng Anh lắm]  
 
I think that in this AP, we still have the Vietnamese traditional methods of rote learning (e.g. 
presenting in class whatever we prepare and memorize from home). Also, studying 
environment of English practice is not native because of more Vietnamese teachers; therefore, 
our English speaking skill has been improved a little, but not significantly (AP15) 
[Em nghĩ trong chương trình tiên tiến, chúng em vẫn theo cách học Việt Nam là học thuộc 
lòng (ví dụ, thuyết trình trên lớp những cái bọn em chuẩn bị trước và học thuộc từ nhà 
rồi).Hơn nữa, môi trường luyện tiếng Anh cũng chẳng theo Tây vì nhiều giáo viên Việt Nam 
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hơn. Cho nên kỹ năng nói Tiếng Anh của bọn em chỉ khá hơn một chút thôi, nhưng không 
đáng kể]  
 
Only one out of the five respondents (AP09) appeared to feel more competent in his English 
speaking skills and saw his role as the monitor of his class as giving him more opportunities 
for interacting with both foreign teachers and teaching staff in the TNE APs. He explained,  
At university, acting as the class monitor, I have more opportunities of talking with foreign 
professors or teachers when they come to teach our AP students. This is one of my advantages 
(AP09). 
[Ở trên trường, là lớp trưởng, em có nhiều cơ hội để nói chuyện với các thầy cô giáo nước 
 ngoài khi họ sang giảng dạy cho sinh viên Chương trình tiên tiến. Đây là một trong những lợi 
 thế của em]  
 
 
In general, the participants were from different language educational backgrounds, and this 
may be why their English competency levels were considerably different. The following 
section discusses the English language proficiency levels of these participants.  
 
English language proficiency level 
 
According to the literature on English language teaching and learning in Vietnam (Le, 2006; 
Nguyen & Crabbe, 1999), six of the English major background participants can be regarded 
as students of higher English competence, because they focused specifically on English 
language study at high school and have already passed their compulsory English university 
entrance exams. The remaining 14 participants can be regarded as students of lower English 
proficiency because their English language skills had not been a priority during their school 
years and prior to their current enrolment in the TNE APs. These two groups with differing 
English language proficiencies will be discussed in relation to their choice and use of Coping-
EOCS and Developing-EOCS in Section 4.3.3 and Section 4.3.4, respectively.  
 
4.3.3. Use of Coping-EOCS 
 
Section 5 of the interview guide consisted of five questions about the strategies that 
participants use to cope with their English oral communication problems in an academic 
context, while section 6 of the interview guide asked about memorable experiences of using 
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Coping-EOCS to solve their English communicationproblems (see Appendix A2 for the 
interview guide).  
 
Thematic analysis of the interview data was conducted to identify the specific EOCS used by 
the participants. Specifically, the researcher went through all of the participants’ responses 
and stories and identified similarities and differences in strategy usage. Two types of EOCS 
were identified: Coping-EOCS and Developing-EOCS. The specific strategies were identified 
from the thematic analysis. This section describes the findings in relation to Coping-EOCS 
use, while a description of Developing-EOCS use is presented in Section 4.3.4.   
 
From the qualitative analysis of the 20 interviews, 17 Coping-EOCS were identified. 
Evidence of these strategies is described in the following sections from the most to the least 
frequently used strategies (see Table 4.21). These coping strategies are coded by the letter C. 
That is, strategy C1 refers to coping strategy number 1. 
 
Table 4.21 
Coping-EOCS Identified from the Qualitative Phase Data Analysis (N = 20) 
 
Item  Coping-EOCS N 
C1 Appealing to classmates  11 
C2 Word-attention 11 
C3 First language switching  9 
C4 Appealing to teachers  7 
C5 Fluency-focusing  7 
C6 Paraphrasing or using synonyms 7 
C7 Self-belief  7 
C8 Non-verbal support  6 
C9 Technology-supporting  6 
C10 Repairing  5 
C11 Non-verbal replacement 5 
C12 Appealing to relatives 4 
C13 Conversation flow abandonment 3 
C14 Shortening physical distance  2 
C15 Topic abandonment 2 
C16 Message abandonment  1 
C17 Time-gaining 1 
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(C1) Appealing to classmates 
 
Eleven of the 20 interviewees approached their classmates for clarification or further 
explanation as a problem-solving strategy, especially classmates with higher English 
proficiency levels. For example, 
I had to ask one of my classmates to help. She helped me to ask teachers about my confusing 
questions, or I asked her to summarise what teachers are talking about… Usually, I ask other 
classmates to clarify in our group (AP05) 
[Em phải nhờ một bạn cùng lớp giúp đỡ.  Bạn ấy giúp em hỏi cô giáo những điều em còn thắc 
mắc, hoặc em nhờ bạn ấy tóm tắt những điều cô giáo giảng.... Thường thì em hỏi các bạn 
trong nhóm em giải đáp khó khăn cho em]  
 
I ask better students in my class for further explanation (AP11) 
[Em nhờ các bạn sinh viên giỏi hơn em giải thích thêm cho em ạ] 
 
 
(C2) Word-attention 
 
The same number of the interviewees reported adopting the strategy of using simple words or 
phrases that they were familiar with in achieve their intended communication goals. For 
example,  
I learn more phrases or vocabulary to communicate more naturally…I use simple words or 
simple structures in communication to avoid misunderstanding (AP18)  
[Em học thêm nhiều các cụm từ hoặc từ vựng để giao tiếp tự nhiên hơn...Em sử dụng các từ 
hoặc các cấu trúc câu đơn giản trong giao tiếp để tránh hiểu nhầm] 
 
I also write down some interesting structures or new words in a small diary while I am 
watching my favourite programs in English. (AP13) 
[Trong khi xem các chương trình yêu thích bằng tiếng Anh, em cũng viết những cấu trúc câu 
hoặc từ mới mà em thấy hay vào một cuốn sổ ghi chép nhỏ] 
 
 I often write them down with full sentence including these key words in that context. (AP11) 
 [Em thường viết ra các câu đầy đủ bao gồm cả các từ khóa quan trọng trong ngữ cảnh đó]  
 
 
(C3) First language switching 
 
Nearly half of the interviewees used their mother tongue to deepen their understanding or 
request further explanation. These interviewees not only used first language switching with 
classmates, but also with Vietnamese teachers. The analysis also revealed that several 
participants (AP01, AP04, AP11 and AP18) considered the first language switching strategy as 
one of benefits of learning in the TNE APs in the Vietnamese educational context. For 
example, 
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In cases, I cannot express my ideas in English; we (she and her classmates) can use 
Vietnamese to clarify. (AP01) 
[Trong trường hợp em không thể diễn đạt ý mình bằng tiếng Anh, thì chúng em (em và bạn 
cùng lớp) có thể sử dụng tiếng Việt để làm rõ]  
 
Both of us (she and her classmates) were so dependent on our mother language, and then we 
thought that using Vietnamese to talk was safer for us. (AP18) 
[Cả 2 bọn em (em và các bạn trên lớp) đều quá phụ thuộc vào tiếng mẹ đẻ, và chúng em đều 
thấy là dùng tiếng Việt để trò chuyện cho nó lành]  
 
They (Vietnamese teachers) can explain in Vietnamese language for what we (students of 
APs) do not understand in English language. (AP04) 
[Họ (những thầy cô người Việt) có thể dùng tiếng Việt để giảng giải cho chúng em những 
kiến thức mà chúng em (những sinh viên của Chương trình tiên tiến) không hiểu bằng tiếng 
Anh]  
 
In class, we cannot stop using Vietnamese; we often turn to use Vietnamese after a while of 
speaking English (AP11) 
[Trên lớp, bọn em chủ yếu nói tiếng Việt, và chỉ luyện nói tiếng Anh trong thời gian ngắn 
thôi, rồi lại chuyển sang tiếng Việt] 
  
 
(C4) Appealing to teachers 
 
Seven of the interviewees used the strategy of appealing to teacher for help, especially after 
their classmates could not help them. The teachers they approached for help included both 
Vietnamese teachers and foreign teachers. For example,  
My foreign teacher corrected my mistakes while I was practising English-speaking skills with 
him (AP05)   
[Thầy giáo người nước ngoài đã sửa lỗi sai mà em mắc phải trong khi luyện kỹ năng giao tiếp 
nói với thầy]  
 
 I usually ask teachers in person by either sending email to teachers after lessons, or meeting 
teachers after class time to ask (AP09) 
[Em thường hỏi riêng thầy cô giáo bằng cách gửi email cho thầy cô sau buổi học, hoặc gặp 
riêng thầy cô ngoài giờ học]  
 
 In some cases when my classmates can't help me, I would turn to our teachers (AP17) 
[Có nhiều lúc khi mà các bạn trong lớp không giúp được em thì em mới quay sang nhờ thầy 
cô giải đáp ạ]   
 
These interviewees explained that they did not approach teachers as their first choice of 
strategy because of the Asian social and cultural practices of respecting teachers in class 
(AP09) or anxiety (AP17). For example,  
I can not get familiar with the habit of interrupting teachers to ask for help in class. (AP09) 
[Em vẫn chưa quen với thói quen ngắt lời giáo viên để hỏi trên lớp] 
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I am Vietnamese, so to some extent I am still influenced by Vietnamese teaching and learning 
method, I understand that my teachers are ready to help but I still feel shy or uncomfortable to 
ask for help. it is my psychological matter (Ap17) 
[Em là người Việt, vì thế vẫn dù ít hay nhiều vẫn bị ảnh hưởng bởi phương pháp dạy và học 
của người Việt, và em biết là các thầy cô luôn sẵn sàng giúp nhưng vẫn cảm thấy xấu hổ và 
không tự tin để hỏi. Đó vẫn là vấn đề tâm lý]  
 
 
(C5) Fluency-focusing  
 
The same number of interviewees responded that they used this strategy as a Coping-EOCS 
in their APs. The fluency that they referred to was pronunciation, rhythms or intonation of 
English sounds while they were communicating in English. For example,  
I focused much more on pronunciation, intonation of the speakers while conversing. (AP09)  
[Em chỉ chú trọng nhiều vào cách phát âm và giọng điều của người nói khi trò chuyện] 
 
I often imitate lots of English-native speaker's pronunciation, accents while listening to 
Western music / or watching Western films.(AP11) 
[Em bắt chước nhiều giọng điệu và ngữ điệu của người bản địa nói Tiếng Anh trong khi nghe 
nhạc hoặc xem phim phương Tây] 
 
 
(C6) Paraphrasing or using synonyms 
 
Also, seven interviewees reported using the strategy of paraphrasing or using synonyms when 
they had English oral communication problems. For example,  
I had to explain what I meant to him (the foreigner). (AP17) 
[Em đã phải giải thích lại ý của em cho người nước ngoài đó]  
 
 I had to explain in different words what I meant to them (foreign teachers). (AP09) 
 [Em phải dùng từ khác để diễn đạt lại ý biểu đạt của em cho họ hiểu (những giáo viên nước 
ngoài]  
 
I find different way to express what I say. For example, I can use body language..or synonyms 
to express own ideas (AP04) 
[Em tìm cách khác đễ diễn đạt lại điều em muốn nói. Ví dụ, em có thể dùng ngôn ngữ cơ thể 
…hoặc dùng các từ đồng nghĩa]  
 
 
(C7) Self-belief 
 
A similar number of the interviewees reported using the self-belief strategy or trying to feel 
relaxed when experiencing problems in English language oral communication. For instance,  
I do not ask other people for help towards my difficulties. In stead, I usually find solutions 
myself to whatever I am bad at. (AP04) 
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[Em không hay nhờ mọi người giúp đỡ để giải quyết khó khăn của mình. Em thấy kém cái gì 
thì em tự tìm, tự làm thôi]  
 
I usually believe in myself, saying to myself that I am not scary of anything (AP17)   
[Em thường tự tin vào khả năng của mình, tự trấn an mình là không có gì đáng sợ cả] 
 
(C8) Non-verbal support 
 
The strategy of non-verbal support was reported by six of the interviewees. They reported 
using eye contact, facial expression or smiles while conversing. They said,  
I find different ways to express what I want to say. For example, I can use body language or 
nonverbal language or synonyms to express own ideas. (AP04)  
[Em tìm các cách khác để diễn đạt ý em muốn nói. Ví dụ như em có thể dùng ngôn ngữ cơ thể 
hoặc từ đồng nghĩa để diễn đạt ý của em] 
 
 At that time, I had to explain what I meant to him (the foreigner) with a big smile (AP17) 
 [Lúc đó em phải giải thích ý của em cho anh ấy (người nước ngoài) với một nụ cười rất tươi] 
 
(C9) Technology-supporting 
 
Six of the interviees said that they used technology-supporting strategy to solve problems in 
their English conversation with peers. The technological tools that they used included online 
translation tools (AP05), online dictionaries and forums (AP13 and AP16) and voice 
recorders (AP18). For example,  
In order to prepare well what to present in class, at home, I even wrote down Vietnamese 
words for my presentation speech, then used some online translation tools to translate 
(Vietnamese speech) into English spoken language. I listened to these online reading tools 
and imitated correctly the pronunciation and intonation (AP05) 
[Để chuẩn bị tốt cho bài thuyết trình trên lớp, ở nhà em thậm chí phải viết ra bằng tiếng Việt 
nội dung của bài  thuyết trình, sau đó sử đụng phần mềm dịch trên mạng để dich từ tiếng Việt 
sang tiếng Anh. Em lắng nghe công cụ đọc bản dịch đó trên mạng và bắt chước theo đúng 
cách phát âm và ngữ điệu của người dịch] 
 
I get suggestions from online forums (AP16) 
[Em tham khảo những ý kiếm góp ý trên các diễn đàn trên mạng ảo] 
 
While chatting or exchanging written conversations (with online friends in English language), 
I can use dictionary for new words they (foreign chat friends) send to me (AP13) 
[Trong khi nói chuyện hoặc trao đổi các mẩu đối thoại (với các bạn trên mạng ảo bằng tiếng 
Anh), em có thể sử dụng từ điển để tra từ mới mà các bạn ý (các bạn người nước ngoài) gửi 
cho em] 
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(C10) Repairing  
 
Five of the interviewees reported using correction strategies during oral communication in 
English. These strategies can be classified as: self-correction strategies (AP01 and AP18) and 
peer-correction strategies (AP02 and AP05). For example,  
My foreign teacher corrected my mistakes while I was practising English-speaking skill with 
him (AP05)   
[Thầy giáo người nước ngoài đã sửa lỗi sai mà em mắc phải trong khi luyện kỹ năng giao tiếp 
nói với thầy]  
 
My brother has learnt English for longer time than me, and then he can correct my mistakes 
while talking with me in English (AP02) 
[Em trai của em học tiếng Anh lâu hơn em, nên nó có thể sửa lỗi sai cho em trong khi luyện 
tâp nói Tiếng Anh với em]  
 
I think it is due to my vocabulary limitation, and I have to improve vocabulary myself.  I 
started to try my best on my own; though I knew that it would take more time (AP01) 
[Em nghĩ đó là vấn đề từ vựng thì tự mình phải bổ sung thôi. Em tự nỗ lực học thêm, dù em 
biết là sẽ rất lâu mới khá hơn được] 
 
(C11) Non-verbal replacement  
 
Similarly, five interviewees said that they used non-verbal means to replace verbal 
communication. This included using eye contact or body language when experiencing 
linguistic difficulties in conversation with peers in English. Examples of their use of this 
strategy were, 
I looked at him for a while and then looked down on my feet because I did not know what to 
 do then (AP01) 
[Em nhìn thầy giáo một lúc và sau đó cúi xuống nhìn chân mình vì chẳng biết nói gì cả] 
 
 I understood his question, and I knew the way but didn't know how to say or give instructions 
in English. Finally, I shook my head to mean that I do not know. It was a shame (AP13) 
[Em hiểu câu hỏi của anh ấy, và em cũng biết đường đi, nhưng không biết nói như thế nào để 
chỉ cho anh ấy đường đi bằng tiếng Anh.Cuối cùng em đành lắc đầu để muốn nói là tôi không 
biết. Thật là xấu hổ.] 
 
 I knew that I gave him a wrong direction, but I didn't know how to explain to him again in 
English. Instead, I stood there without saying anything, miserably looking him (a foreign 
visitor) going to the wrong direction (AP18) 
[Em biết là em đã chỉ đường sai cho anh ấy, nhưng không biết làm cách nào để giải thích lại 
vói anh ta bằng tiếng Anh. Thê là em đành đứng yên đó không nói thêm gì, khổ sở nhìn anh ta 
đi theo hướng sai] 
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The use of silence, a kind of non-verbal language, by these students can be interpreted in a number of 
ways, such as low English proficiency of AP01 and AP18, and the culture of face-saving of AP13. 
 
Additionally, from the observation of the interview with participant AP06, the researcher noted that 
AP06 used silent response as a non-verbal means when she did not want to criticise Vietnamese 
teachers working in the TNE APs. Specifically, when asked “Do you enjoy learning English with 
Vietnamese teachers in your TNE APs?” AP06 kept silent for a while before shaking her head. As the 
researcher shares and is familiar with Vietnamese culture, she can understand and interpret the 
meaning of silence produced by AP06. In Eastern cultures, students or learners are expected to respect 
their teachers, even when they no longer teach them. Therefore, AP06 did not want to criticise 
Vietnamese teachers, or to show her rudeness and used silence to indirectly communicate her feelings. 
 
(C12) Appealing to relatives 
 
Four interviewees reported appealing to relatives for help when they experienced difficulties 
in oral communication in English. They approached their siblings (AP02 and AP11) or a 
mother who worked as a teacher of English language (AP04). For example,  
My brother has learnt English for longer time than me, so he can correct my mistakes while 
talking with me in English at home (AP02) 
 [Em trai của em học tiếng Anh lâu hơn em, nên nó có thể sửa lỗi sai cho em trong khi luyện 
tâp nói Tiếng Anh với em ở nhà]  
 
 My mother is a teacher of English, therefore, she helps me to solve my English problems and 
 we often practise speaking English at home (AP04)  
 [Mẹ em là giáo viên tiếng Anh, vì thế, mẹ giúp em rất nhiều trong việc giải quyết các vấn đề 
 gặp trong tiếng Anh và thường luyện nói tiếng Anh với em ở nhà] 
 
 
(C13) Conversation flow abandonment 
 
Three interviewees used the conversation flow abandonment strategy when they could not 
keep the conversation running because of their psychological anxiety (AP16) or lack of 
English competence (AP03 and AP14). They explained,  
When I talked with them (French students) in English, I couldn't communicate naturally as the 
way I often do with other Vietnamese fellows in Vietnamese language. I felt reluctant at that 
time …couldn’t keep the conversation for a longer time. (AP16) 
[Khi em nói chuyện với họ (các bạn sinh viên Pháp) bằng tiếng Anh, em không thể giao tiếp 
tự nhiên như khi em nói chuyện với các bạn Việtnam khác bằng tiếng Việt. Em cảm thấy thật 
miễn cưỡng ...không thể duy trì lâu cuộc hội thoại với các bạn ấy được] 
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I could’t continue the conversation after helping them (foreign visitors) at the supermarket, 
 because this was my first experience of communicating with foreigners in social life, I did not 
 know what to talk then (AP03)   
[Em không thể tiếp tục nói chuyện với họ được sau khi giúp đỡ họ (khách du lịch người nước 
 ngoài) vì đó là lần đầu em giao tiếp với người nước ngoài trong cuộc sống, em chẳng biết nói 
 gì cả] 
 
 
(C14) Shortening physical distance 
 
Two interviewees (AP18 and AP19) reported using the strategy of shortening physical 
distance by moving closer to their teachers so that they could better listen to lectures and to 
avoid oral communication problems. For instance,  
I tried to sit closely to teachers to listen their lectures and questions better (AP19) 
 [Em cố gắng ngồi gần thầy cô giáo để nghe bài giảng và các câu hỏi của thầy cô tốt hơn] 
 
(C15) Topic abandonment 
 
Similarly, two interviewees reported abandoning the topic that they were discussing due to 
their embarassment (AP09) and different cultural practices (AP10). For example,    
I kept quiet and I didn’t mention about that sensitive issue (cultural misunderstanding) 
 anymore (AP09) 
[Em đành yên lặng và không đề cập đến chủ đề nhạy cảm đó nữa (hiểu nhầm về văn hóa)]  
 
I was shock for a while and did not know what to talk when he (foreign teacher) used eye 
contact with me. In our culture, I do not get used to keeping eye contact with other gender 
peers (AP10) 
[Em đứng hình một lát và không biết nói gì khi thầy giáo nước ngoài nhìn vào mắt em. Trong 
văn hoá của chúng em, em không quen nhìn vào mắt người khác giới khi trò chuyện] 
 
 
(C16) Message abandonment 
 
One interviewee (AP01) reported using the message abandonment strategy by ignoring his 
teacher. For instance,  
I ignored when I did not understand what the teachers were talking about to continue listening 
to teachers…I know that it is due to my low vocabulary knowledge. (AP01) 
[Em lờ đi khi em không hiểu những điều thầy cô đang giảng, để tiếp tục lắng nghe thầy cô 
nói...Em biết đó là do vốn từ vựng của em còn ít] 
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(C17) Time-gaining 
 
One interviewee (AP11) reported using time-gaining strategy, by taking more time to think 
and arrange her ideas to solve her problems. For example,  
On the way from my seat to teacher’s place, I made up my ideas of what I was going to speak. 
(AP11)  
[Trên đường từ chỗ ngồi lên bục giảng, em đã nghĩ nhanh ra một số ý kiến em sẽ trình bày] 
 
 
In summary, the qualitative data analysis revealed a total of 17 strategies used by the 20 
participants (See Table 4.22 above). The most frequently reported strategies were appealing 
to classmates and word-attention. The frequency of these two strategies could be attributed to 
either (1) the Asian cultural expectation that assistance will be sought from classmates before 
the teacher or (2) the Eastern grammar-based language teaching methods, in which word 
order or grammatical structures of language are preferred over fluency. These possible 
influences will be discussed further in the following sections.  
 
It is noteworthy that all 20 interviewees used multiple, and often different, strategies to cope 
with oral English language difficulties experienced in academic and social situations. For 
example, AP17 used the first language switching, appealing to classmates and self-belief 
strategies when he experienced difficulties in communicating with classmates and teachers in 
an academic context. He used strategies such as non-verbal support and paraphrasing or 
using synonyms to solve his oral communication problems in social interaction with 
foreigners. In contrast, AP18 reported using the repairing, word-attention and shortening 
physical distance strategies to help with her English interactive problems in an academic 
context. She used the non-verbal replacement and message abandonment strategies in a 
social practice with foreigners.  
 
There are three possible explanations for these two interviewees using different Coping-
EOCS in different academic and social practices. First, the subjects of their communicative 
practices are dissimilar. With Vietnamese fellow students and teachers in academic 
situations, they share the same native language, Eastern traditional culture and educational 
background. With foreigners in social situations, English was the only means of 
communication between two people of different traditional cultures and possibly different 
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educational backgrounds. Second, because AP17 was at a high English proficiency level and 
AP18 was at a low English proficiency level (see Section 4.3.2), they used different types of 
Coping-EOCS in social situations with the foreigners. For instance, AP17 tended to use 
achievement types of Coping-EOCS (e.g., paraphrasing or using nynonyms and non-verbal 
support), while AP18 was more likely to use the reduction types of Coping-EOCS (e.g., non-
verbal replacement and message abandonment). Third, the two interviewees seemed to be 
identical in their use of Coping-EOCS relating to the traditional Asian language teaching 
methods (e.g., appealing to classmates, word-attention, and first language switching) in their 
academic practices because they shared previous Asian teaching and learning experiences.   
 
In general, the choice and use of Coping-EOCS by these two interviewees can possibly be 
related to several factors (the English proficiency levels, cultural and educational 
backgrounds, and practical context). The relationship between the use of Coping-EOCS and 
these factors for the other interviewees will be explored in Section 4.3.5.   
 
This section has explored the popular Coping-EOCS used by the 20 Vietnamese interviewees 
to solve their English oral communication problems in both academic and social situations in 
Vietnam. The following section explores the common Developing-EOCS used by the 
interviewees to improve their English oral communication skills in their academic and social 
lives in Vietnam.  
 
4.3.4. Use of Developing-EOCS 
 
Section 7 of the interview guide consisted of four questions seeking answers to the sub-
research question 2a (e.g., what strategies have you been using to develop your own English 
oral communication, both inside and outside classes? see Appendix A2 for the interview 
guide). The data analysis identified 18 Developing-EOCS that were used by respondents to 
develop their English oral communication competences (see Table 4.22). These 18 strategies 
are described in order from the most preferred to the least preferred. These strategies are 
coded by the letter D. That is, strategy D1 refers to developing strategy number 1. 
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Table 4.22 
Developing-EOCS Identified from Qualitative Phase Data Analysis (N=20) 
 
Item Developing-EOCS  n 
D1 Preparing in advance for academic activity 16 
D2 Cooperating with Vietnamese classmates 14 
D3 Seeking English speakers in society  12 
D4 Cooperating with English speakers in classes 11 
D5 Accessing English media sources  10 
D6 Talking aloud  8 
D7 Sharing language learning experiences 8 
D8 Attending international conferences  7 
D9 Accessing online expertise  6 
D10 English practice in Vietnamese groups  6 
D11 Rote vocabulary learning  6 
D12 Reacting in English 6 
D13 English practice with individual Vietnamese  5 
D14 Imitating English speech  5 
D15 Organising extra activities with English academics 3 
D16 Using English translations of Vietnamese texts  2 
D17 Learning English culture  2 
D18 Listening to recordings of native English speakers  1 
 
 
(D1) Preparing in advance for academic activity  
 
Sixteen of the interviewees used the preparing in advance for academic activity strategy. Many 
explained that they would feel more confident in class communication if they prepared their 
lesson prior to class (AP01, AP04, AP15 and AP16), or this strategy was one of the routines 
that they had learned as a requirement of their Asian educational system (AP11, AP18 and 
AP20). For example,   
I usually prepare well what to present, the content of presentation (AP05) 
[Em thường chuẩn bị kỹ những nội dung sẽ thuyết trình] 
 
When teachers sent us lecture slides in advance, I tried to look up new words in dictionary at 
home before class, then when listening to the lectures, I could better understand the lecture 
content (AP13) 
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[Khi thầy cô gửi tóm tắt nội dung bài giảng trước cho chúng em, em cố gắng tra từ mới trong từ 
điển ở nhà trước khi đến lớp, rồi khi nghe giảng, em có thể hiểu nội dung bài giảng tốt hơn] 
 
(D2) Cooperating with Vietnamese classmates 
 
A slightly smaller number of the respondents, fourteen interviewees, reported using the 
cooperating with Vietnamese classmates strategy. Popular class activities included group work, 
class presentation, experience sharing, and regular interaction oportunities with classmates and 
classroom discussions. These are examples given by participants,  
Class presentation gives us good opportunities to develop our English speaking and listening 
skills. We make presentation in front of class, then as presenters, we have to answer all questions 
raised by reviewers. Sometimes, presenters also answer teachers’ questions (AP05) 
[Thuyết trình trên lớp tạo điều kiện cho chúng em phát triển kỹ năng nói và nghe Tiếng 
Anh.Chúng em thuyết trình trước lớp, sau đó trả lời các câu hỏi của các bạn. Thỉnh thoảng, chúng 
em phải trả lời cả câu hỏi của thầy cô giáo nữa ạ] 
 
In class, I would take all possible opportunities of practising my English speaking and listening 
skills with classmates and teachers (AP16) 
[Trên lớp, em thường tận dụng hết các cơ hội luyện nói và nghe tiếng Anh với các bạn và thầy cô]  
 
I really enjoy making presentation much more than classroom discussion because classroom 
discussion is not effective, as students usually chat or gossip in Vietnamese language instead of 
discussing given topics in English. In presentation, all students have to prepare well in advance. 
Then, oral presentation becomes to be more effective and makes students more confident and 
motivated in their current study. I prefer student presentation to other class activities (AP17) 
[Em thích thuyết trình trước lớp hơn là thảo luận trên lớp vì thảo luận trên lớp thường không có 
hiệu quả vì sinh viên thường nói chuyện, tán gẫu bằng tiếng Việt, chứ không bàn bạc về chủ đề 
theo yêu cầu bằng tiếng Anh. Trong khi đó, khi  thuyết trình, tất cả sinh viên đều phải chuẩn bị 
trước rồi, và bài thuyết trình sẽ trở lên có hiệu quả hơn và khiến sinh viên thấy tự tin hơn và hứng 
thú hơn trong khóa học. Em thích hoạt động thuyết trình hơn hẳn các hoạt động khác trên lớp 
 
(D3) Seeking Enlgish speakers in society  
 
Twelve of the interviewees used the strategy of seeking Enlgish speakers in society in their 
attempts at improving their English oral communication. In Vietnam, English is a foreign 
language, which makes it difficult for language learners to have opportunities for English 
practice in their social lives. It is different in the English as a second language context, in which 
opportunities to speak English occur daily in society. Therefore, the word seeking in this 
strategy implies language learners’ efforts. The explanations of participants demonstrates this 
issue,  
I have been applying some strategies, e.g., talking and chatting with foreigners in cafe; 
participating some clubs of English speaking environment. (AP17) 
[Em đã và đang sử dụng một số phương pháp, ví dụ như, nói chuyện với người nước ngoài ở quán 
Cà phê; tham gia một số câu lạc bộ nói tiếng Anh] 
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Sometimes, I travelled to Hanoi centre to talk with foreign visitors. Talking with foreigners 
helped me feel more confident in English communication. Once, I participated in one outdoor 
activity hosted by our AP classes called "hunting for foreigners to communicate". In this activity, 
we were divided into smaller groups of four or five students. We gathered outside the HoChiMinh 
mausoleum located in Hanoi Center to find and talk with foreign visitors. It was so funny (AP07) 
[Thỉnh thoảng, em đi vào trung tâm Hà Nội để nói chuyện với du khách nước ngoài. Nói chuyện 
với du khách giúp em tự tin hơn trong giao tiếp bằng Tiếng Anh.Một lần, em đã tham gia vào một 
hoạt động ngoại khóa của các lớp Tiên tiến có tên "Săn Tây để trò chuyện". Trong hoạt động này, 
bọn em chia nhỏ thành nhóm 4,5 sinh viên. Chúng em tụ tập bên ngoài Bảo tàng Hồ Chí Minh ở 
Trung tâm Hà nội để tìm kiếm và trò chuyện với du khách. Hoạt động này thật vui] 
 
For example, five interviewees reported seeking practical opportunities with foreigners in part-
time jobs. This included working in restaurants (AP08) or joining a non-government 
organisation (AP04 and AP15). For example,  
I am working voluntarily for an NGO called "Volunteers for Peace of Vietnam", from which I 
have lots of opportunities of practising English speaking with foreigners (AP15) 
[Em đang làm việc tình nguyện cho một tổ chức Phi chính phủ có tên là Tình nguyện vì hòa bình 
của Việt Nam, qua đó em có nhiều cơ hội để luyện tập nói tiếng Anh với người nước ngoài] 
 
I am working part-time in a foreigner-served restaurant, then I had lots of opportunities of 
interacting  with foreigners, e.g., welcoming, and serving foreign customers coming to the 
restaurant, thus, my English communication skills have been improved much (AP08) 
[Em đang làm việc bán thời gian cho một nhà hàng nước ngoài, nhờ đó em có nhiều cơ hội để 
giao tiếp với khách nước ngoài, ví dụ như chào đón, và phục vụ khách nước ngoài đến nhà hàng 
thưởng thức ẩm thực, và tiếng Anh giao tiếp của em cũng cải thiện rất nhiều] 
 
 
(D4) Cooperating with English speakers in classes 
 
More than a half of the interviewees reported using the cooperation with foreign teachers or 
international students in an academic environment to improve their English oral communication 
skills. Examples of the use of this strategy were regular attendance at foreign teachers’ lessons 
in the TNE APs (AP01 and AP04), asking foreign teachers for future study suggestion (AP11), 
approaching international exchange students to practise English fluency (AP 11 and AP13) or 
registering in an English communication course at language centres to talk with foreign 
teachers (AP02, AP06 and AP16). For instance,  
 
I tried to listen to their (foreign teachers’) lectures and attended classes more often. I sometimes 
raised my questions. Generally, we try to take our chances to ask more during these foreign 
teachers’ teaching here (AP04) 
[Em cố gắng nghe giảng của các giáo viên nước ngoài và đến lớp thường xuyên hơn.Thỉnh thoảng 
em có đặt câu hỏi. Nhìn chung chúng em cố gắng tận dụng cơ hội để hỏi các thầy nhiều hơn trong 
thời gian các thầy sang dạy bọn em] 
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At university, acting as the class monitor, I have more opportunities of talking with foreign 
professors or teachers when they come to teach our AP students (AP09) 
[Trên trường, là lớp trưởng, em có nhiều cơ hội đển trò chuyện với các thầy cô giáo nước ngoài 
khi các thầy cô sang đây dạy cho sinh viên Tiên tiến] 
 
I talked with one foreign teacher about my future plans. His suggestion and recommendations 
were precious for me, gave me good direction for my future work. (AP11) 
[Em đã trò chuyện với một giáo viên nước ngoài về kế hoạch tương lai của em. Những gợi ý và 
lời khuyên của thầy thật đáng trân trọng đôi với em, giúp emcó định hướng tốt hơn về kế hoạch 
trong tương lai] 
 
In class, I try to take advantage of talking with international students in our AP. For instance, my 
university sometimes organise exchange events with Japanese students in the Japanese language 
classes. I often come to talk with them in English.  (AP13) 
[Trên lớp, em cố gắng tận dụng cơ hội để trò chuyện với các bạn sinh viên quốc tế trong Chương 
trình Tiên tiến. Ví dụ, trường em hay tổ chức các dịp giao lưu với sinh viên NHật bản ở các lớp 
học tiếng Nhật. Em thường đến giao lưu trò chuyện với các bạn ấy bằng tiếng Anh] 
 
 
(D5) Accessing English media sources  
 
Ten of the interviewees indicated using the strategy of accessing English media sources to 
engage with the English language world using modern technologies. This strategy not only 
helped them to develop their English communication skills, but also satisfied their interest in 
music, movies or talk shows with famous people. These interviewees changed their techniques 
(e.g., watching with or without subtitles) depending on their English proficiency levels or 
routines. For example,  
At home, there are lots of live social shows on Television from the USA. Initially, I tried to 
watch with subtitles. Gradually, I enjoyed these shows and got used to listening and watching 
these shows without subtitles, because they motivate my curiosity of language. Moreover, while 
listening, I can practise repeating or speaking some words that I do not know the meanings 
(AP04) 
[Ở nhà, trên TV có rất nhiều kênh truyền hình trực tiếp phát từ Mỹ. Ban đầu, em cố xem với phụ 
đề.Dần dần em bỏ phụ đề đi, và thích xem những chương trình này, và quen với việc nghe và 
nhìn không cần phụ đề, bởi vì chúng kích thích trí tò mò của em về tiếng Anh. Hơn nữa, trong 
khi nghe, em có thể luyện phát âm nhiều từ theo họ mà không cần biết hết nghĩa của chúng] 
 
I think that my English speaking will be improved much more from listening skill, so at home, I 
often listen to interview shows with famous singers on YouTube in English (AP09) 
[Em nghĩ khả năng nói tiếng Anh của em được củng cố từ kỹ năng nghe, vì ở nhà em thường 
nghe các chương trình phỏng vấn các ca sỹ nổi tiếng trên YouTube bằng tiếng Anh] 
 
I often watch films in English at home … I sometimes listen to English news on radio. (AP01) 
[Em hay xem phim bằng tiếng Anh ở nhà...Thỉnh thoảng em nghe bản tin Tiếng Anh trên sóng 
phát thanh] 
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(D6) Talking aloud  
 
Eight of the interviewees reported using this strategy to self-improving or self-correcting their 
English speaking and listening competence. Their reasons for their choice and use of this 
strategy were either their personalities (AP08), or avoidance of face-losing culture (AP13) or a 
limitation of opportunities of practising English language (AP15). For instance,  
I always say to myself that the only way of improving my language ability is to practise more and 
more. For instance, at home, I often talk to myself in English (AP08) 
[Em thường tự nói với mình rằng cách duy nhất để phát triển khả năng ngôn ngữ của mình là 
càng tập luyện nhiều càng tốt. Ví dụ, ở nhà em thường tự độc thoại bằng tiếng Anh] 
 
Actually, we do not have many practical opportunities to communicate in English language inside 
AP classes with other Vietnamese classmates. Therefore, I have to create the practical 
opportunities myself. For instance, at home I try to practise speaking English whenever I can, e.g. 
while brushing my teeth in the bathroom, I often talk to myself in English in mirror…Also,   
I try to self-correct my pronunication while listening to Western music (AP15)  
[Thực sự, chúng em không có cơ hội để giao tiếp bằng tiếng Anh trong các lớp học tiên tiến với 
các bạn sinh viên khác. Vì thế, em phải tự tạo ra cơ hội luyện tập cho mình. Ví dụ, ở nhà em cố 
gắng nói tiếng Anh bất cứ khi nào có thể, như trong khi đánh răng trong phòng tắm, em thường 
nhìn gương và nói chuyện một mình....Em cũng cố gắng tự mình sửa lỗi sai về phát âm của em khi 
em nghe nhạc nước ngoài bằng tiếng Anh] 
 
After that embarrassing situation (suffering failure in oral communication with a foreign visistor), 
I managed to self-study English much more to be able to communicate more confidently with 
foreigners…Now, my English language is good enough to help foreigners in trouble in Vietnam 
(AP13)  
[Sau tình huống khó xử đó (bị thất bại trong giao tiếp bằng tiếng Anh với 1 du khách), em quyết 
định tự học tiếng Anh nhiều hơn để tự tin hơn trong giao tiếp với người nước ngoài... Bây giờ vốn 
tiếng Anh của em cũng đủ để em có thể giúp người nước ngoài khi họ gặp khó khăn ở Viêtnam] 
 
 
 
(D7) Sharing language learning experiences 
 
Seven of the respondents indicated that they readily shared their language learning experiences 
with their classmates. For example,  
I often share my English learning experience with my classmates. They are my closest and best 
resource of information for me if I know how to exploit effectively. For instance, I can share with 
them what I have learnt from books or explain much more about what they do not understand in 
class (AP16)  
[Em thường chia sẻ kinh nghiệm học tiếng Anh của em với các bạn trong lớp.Họ là nguồn thông 
tin gần nhất và tốt nhất cho em nếu em biết cách khai thác nguồn thông tin này một cách uhiệu 
quả. Ví dụ, em cũng chia sẻ với các bạn những kiến thức em đọc từ sách vở hoặc giải đáp những 
vấn đề mà các bạn ấy không hiểu trên lớp] 
 
I often share my experiences with my AP classmates (AP14) 
[Em thường chia sẻ kinh nghiệm học của mình với các bạn trong lớp] 
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Meanwhile, thirteen interviewees said that they never or almost never shared their learning 
experiences with other classmates. Their explanations were that they did not have a habit of 
sharing in their previous Asian educational system, in which self-study was highly encouraged 
by the educators (AP13 and AP04), and their passiveness in education (AP09). These issues 
will be examined in the following section discussing the relationship between the choice of 
EOCS and language teaching and learning experiences. For example,  
Personally, I haven't shared my English learning experiences with others, because I think that 
each person has his/her own strategies to self-improvement; and the strategies, which are very 
effective for me, may be not suitable or effective for others. Therefore, I do not have the habit of 
sharing my experiences with others (AP13) 
[Theo cá nhân em thì em không chia sẻ kinh nghiệm học tiếng Anh của em với người khác vì 
em nghĩ mỗi người có cách học để tự trau dồi kiến thức, và các phương pháp học có thể có hiệu 
quả đối với em nhưng lại có thể không phù hợp hay không có hiệu quả đối với người khác. Vì 
thế, em không có thói quen chia sẻ kinh nghiệm học với người khác] 
 
I never share my learning experiences with teachers or classmates (AP04) 
[Em không bao giờ chia sẻ kinh nghiệm học với giáo viên hay bạn học khác] 
 
I have hardly shared my language learning strategies with teachers and classmates because I see 
that in class, none of them ask me to share my experiences (AP09)  
[Em hầu như không chia sẻ kinh nghiệm học với thầy cô và bạn bè vì em thấy ở trên lớp, không 
ai hỏi kinh nghiệm em cả] 
 
(D8) Attending international conferences 
 
Seven interviewees reported the strategy of attending international conferences, either inside or 
outside their universities to increase their opportunities for developing English communication 
skills (AP04, AP07 and AP13) or to learn more from other conference participants (AP11, 
AP18 and AP20). For instance,  
I tried to attend the international conferences to listen to what other people were discussing, e.g. 
global environment issues or environmental polution. (AP13) 
[Em cố gắng tham dự các hội thảo quốc tế để lắng nghe những điều người khác đang bàn luận, ví 
dụ như các vấn đề về môi trường toàn cầu và ô nhiễm môi trường] 
 
 
I also participated in some extra activities or attended international conferences to see how 
excellent other students are to learn (AP18) 
[Em cũng tham gia các hoạt động ngoại khóa hoặc các hội thảo quốc tế đế xem các sinh viên khác 
xuất sắc như thế nào để mình học tập] 
 
 (D9) Accessing online expertise  
 
Six interviewees reported using the strategy of accessing online expertise to develop their 
English language skills using technology. The possible explanation for the choice of this 
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strategy is the increasing spread of modern technology such as the internet, through which 
learners are able to interact with people from anywhre in the world. For instance,  
There are various online groups or forums sharing English language learning experiences. 
Sometimes, they give really useful suggestions for my problems (AP09) 
[Có nhiều nhóm hoặc diễn đàn chia sẻ kinh nghiệm hoc tiếng Anh trực tuyến. Thỉnh thoảng họ 
cũng có những lời khuyên bổ ích cho khó khăn hay thắc mắc của em] 
 
They (online language learning strategies) are uploaded on website by A.J.Hold, a well-known 
American teacher, with supported videos and radios as well. I listen and follow. (AP13)  
[Những phương pháp học ngoại ngữ trực tuyến này do giảng viên nổi tiếng người Mỹ A. J. Hold 
tải lên và có các hình ảnh và âm thanh đi kèm nữa. Em nghe và làm theo hướng dẫn] 
 
I have recently taken up the habit of writing weekly journal, because I believe that if I write well 
and more often, my speaking skill will be better. Then, I have posted my writing pieces to social 
network or websites for language experts to comment or find mistakes (AP08) 
[Gần đây em đã dần hình thành thói quen viết nhật ký công việc hàng tuần, vì em tin rằng nếu 
em viết giỏi và viết thường xuyên, khả năng nói của em sẽ tốt hơn. Sau đó em sẽ gửi những 
đoạn viết của em lên các mạng xã hội để các chuyên gia ngôn ngữ nhận xét và tìm lỗi sai cho 
em] 
 
(D10) English practice with Vietnamese groups  
 
Six interviewees reported using the strategy of English practice with Vietnamese groups. 
Examples of these groups of Vietnamese learners are English-speaking clubs or other 
Vietnamese people in social activities. For example,  
In my first year, I used to join the club of English speaking with the hope that communicative 
ability would be improved and developed, or I would feel more confident in interacting with 
others (AP7) 
[Ngay trong năm học đầu tiên của chương trình tiên tiến, em đã tham gia vào Câu lạc bộ nói tiếng 
Anh với mong muốn là khả năng giao tiếp bằng tiếng Anh của em có thể được cải tiến hoặc ít ra 
em cũng sẽ cảm thấy tự tin hơn trong giao tiếp với người khác] 
  
I have participated in some clubs of English speaking environment (AP16) 
[Em đã và đang tham gia vào Câu lạc bộ nói tiếng Anh] 
 
Two participants (AP16 and AP09) reported that after employing this type of strategy for a 
period they realised the ineffectiveness of it for oral English language enhancement. Their 
reasons were, 
I think there were some personal reasons for the ineffectiveness of these strategies  ....I didn't 
have motivation to chat in English with other Vietnamese fellows, because after a while of 
speaking English, we all turned to Vietnamese language and felt comfortable with our mother 
language (AP16) 
[Em nghĩ có một số lý do cá nhân cho việc áp dụng những phương pháp học này không có hiệu 
quả...Em không có động lực để trò chuyện bằng tiếng Anh với các bạn sinh viên Việt Nam khác, 
bởi vì sau một hồi nói tiếng Anh, chúng em lại chuyển sang tiếng Việt và cảm thấy thoải mái hơn 
khi dùng ngôn ngữ mẹ đẻ] 
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I realised that the activities of this club didn’t focus on my goal of practising English speaking 
skill as I had expected, though I could gain other things (AP09) 
[Em nhận ra là các hoạt động của Câu lạc bộ nói tiếng Anh không tập trung vào luyện tập kỹ năng 
giao tiếp nói Tiếng Anh như em từng mong đợi, mặc dù em có thể đạt được nhiều điều khác] 
 
 
(D11) Rote vocabulary learning  
 
A similar number of the interviewees, six out of 20 the interviewed, reported rote vocabulary 
learning as a strategy for developing English communication skills. This strategy is possibly 
related to the traditional rote learning method used in the Asian educational system (Nguyen, 
2010; Tran et al., 2014). For example,  
Before my presentation ... I tried to memorise the content of my presentation as much as I could, 
so that I would feel more confident in class presentation (AP05) 
[Trước mỗi bài thuyết trình... em cố gắng học thuộc lòng, ghi nhớ kỹ càng nội dung sẽ thuyết 
trình, có như vậy tôi mới tự tin khi thuyết trình trước lớp]  
 
Whenever I find some new words, I often write them down with full sentence including these key 
words in that context, then I try to remember their meanings (AP11) 
[Mỗi khi em gặp từ mới, em thường viết cả câu ra, gồm cả các từ khóa chính trong ngữ cảnh nào, 
sau đó cố gắng ghi nhớ nghĩa của chúng] 
 
 
 (D12) Reacting in English 
 
This strategy was reported being used by six interviewees. It involves reacting in English or 
starting to think in English during daily activities. For instance, 
I keep on my habit of reacting in English whenever I meet unexpected matter (e.g. saying 
exclamation words in English, oh, my god) (A07) 
[Em vẫn giữ thói quen phản ứng bằng tiếng Anh mỗi khi em gặp phải điều gì bất ngờ (ví dụ, nói 
các từ cảm thán bằng tiếng Anh như: ôi, chúa ơi)] 
 
I get used to English interactive environment, then my reaction in English is better, like a routine 
or habit (AP02) 
[Em tập làm quen với môi trường phản xạ bằng tiếng Anh, nhờ đó phản xạ của em cũng cải thiện, 
giống như là thói quen hàng ngày ý] 
 
For example, before going to bed, I usually think about my daily activities in English e.g. what I 
have done during the day, and what I will do next days.... I would try to keep this habit, though I 
know it is not easy at all (AP15) 
[Ví dụ, trước khi đi ngủ, em thường nghĩ bằng tiếng Anh về các hoạt động trong ngày của em, 
như các việc em đã làm suốt ngày qua, và những việc em sẽ làm trong các ngày tiếp theo....Em sẽ 
cố gắng duy trì thói quen này, mặc dù em biết việc duy trì này không dễ chút nào ạ] 
 
 
 
 
 ------------------------------------------ 
198 
  
(D13) English practice with individual Vietnamese 
 
Five of the interviewees reported improving their English skills together by using the strategy 
of creating practical opportunities with surrounding people, such as relatives or friends. For 
instance,  
My mother is a teacher of English, therefore, she helps me to solve my English problems and we 
often practise speaking English at home (AP04)  
[Mẹ em là giáo viên tiếng Anh, vì thế, mẹ giúp em rất nhiều trong việc giải quyết các vấn đề gặp 
trong tiếng Anh và thường luyện nói tiếng Anh với em ở nhà] 
 
While chatting with close friends online, if they used English, I happily spoke English with them. 
Generally, we do not have many opportunities to practise our English in our daily life; therefore, 
we have to create our own practical opportunities (AP15) 
[Trong khi trò chuyện với các bạn thân trực tuyến, nếu họ dùng tiếng Anh, em cũng vui vẻ nói 
tiếng Anh với họ. Nói chung, bọn em không có nhiều cơ hội để luyện nói tiếng Anh trong cuộc 
sống hàng ngày, cho nên bọn em phải tự tạo cơ hội để nói ạ] 
 
(D14) Imitating English speech  
 
Also, five of the interviewees reported using the strategy of imitating English speech. This 
strategy appears to be influenced by the rote-learning habits of Asian students discussed in the 
literature review (see Section 2.3.4). For example,  
I can practise repeating or imitating some word sounds from music or movies, even though I do 
not know their meanings. (AP04) 
[Em có thể luyện tập bằng cách bắt chước hoặc nói theo các âm mà em nghe được trong khi 
nghe nhạc hoặc xem phim, ngay cả khi em không biết hêt nghĩa của các từ đó]  
  
I imitated correctly the pronunciation and intonation from online translation tool (AP05) 
[Em bắt chước đúng cách phát âm và ngữ điện theo phần mềm dịch online]  
 
 (D15) Organising extra activities with English academics  
 
Three interviewees used the strategy of organising extra activities with English academics to 
develop their oral English skills. Some interviewees explained that they had never experienced 
such activities with their Vietnamese teachers in their school due to the different social or 
cultural postions between teachers and students in Vietnamese classes. For example, 
In one occasion of learning with foreign teachers, our class managed to invite two young foreign 
teachers out for a picnic at a weekend (AP09) 
[Nhân dịp học với thầy cô giáo nước ngoài, lớp chúng em tổ chức mời 2 thầy cô trẻ đi dã ngoại 
với cả lớp vào cuối tuần] 
 
 Acting as the monitor of my class, I usually organise outdoor picnics for Vietnamese students 
and foreign teachers. Our trip or picnics are usually to some interesting places around Hanoi 
city, and then we can chat freely, out of academic environment (AP13) 
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[Là lớp trưởng, em thường tổ chức các buổi dã ngoại thiên nhiên cho các sinh viên Việt Nam 
của lớp tiên tiến và các thầy cô giáo nước ngoài. Các buổi dã ngoại của bọn em thường đến các 
danh lam thắng cảnh, hoặc di tích lịch sử xung quanh Hà nội, và qua đó bẹn em có thể trò 
chuyện, tán gẫu thoải mái với các thầy cô, mà không bị môi trường học đường ảnh hưởng] 
 
 (D16) Using English translations of Vietnamese texts    
 
Two interviewees used the using English translations of Vietnamese texts strategy to improve 
their English language. The respondent AP05 explained that she felt more confident with the 
English translation sources, and she could compare with Vietnamese language when she did not 
understand the English translation. For example,  
I used to read Vietnam news translated into English language and watch Vietnamese films with 
English translation... Uh, I also tried listening to original English news or watching Western 
movies but I failed, now, i didnot listen very often, because …I did not feel confident with my 
English proficiency (AP05) 
[Trước đây, em thường đọc bản tin Việt Nam đã được dịch sang tiêng Anh, và xem phim Việt 
Nam với phần dịch phụ đề bằng tiếng Anh...Uh, em cũng thử nghe bản tin tiếng Anh hoặc xem 
phim nước ngoài bằng tiếng Anh gốc, nhưng em đã thất bại, và không thường xuyên nghe nữa, 
bởi vì em không cảm thấy tự tin vào khả năng tiếng Anh của mình] 
 
(D17) Learning English culture 
 
Two of the interviewees reported using the learning English culture strategy after they 
experienced embarrassing situations with native speakers of English due to their lack of 
knowledge of Western culture. They shared their lessons,  
I had an embarrassing situation with two American teachers. … The most improtant lesson I 
learnt from this experience was that when you learn a language, it is necessary to learn 
communicative culture of this language as well (AP09) 
[Em đã có 1 tình huống xấu hổ với 2 thầy cô người Mỹ...Bài học quý giá nhất của em sau sự cố 
đó là khi học một ngôn ngữ, trước hết người học phải học được văn hóa giao tiếp của ngôn ngữ 
đó] 
 
I know that Vietnamese people have the habit of talking fast and always require imediate 
response while conversing with other people; or sometimes go around the bush. Differently, 
English people tend to go directly to the main point. Therefore, I would try to distinguish these 
cultural differences to use English correctly in suitable contexts (AP16) 
[Em biết là người Việt Nam chúng ta luôn có thói quen là nói nhanh, và luôn muốn người khác 
phải trả lời ngay và nhanh khi trò chuyện với người khác; hoặc đôi khi hay nói vòng vo tam quốc. 
Ngược lại, người Anh lại có xu hướng nói trực tiếp vào vấn đề chính. Vì thế, em cố gắng phân 
biệt được sự khác biệt văn hóa này để sử dung tiếng Anh chuẩn đúng nơi đúng chỗ] 
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(D18) Listening to recordings of native English speakers 
 
One interviewee, AP19, reported using the listening to recordings of native English speakers 
strategy to gradually improve her English proficiency. For instance,  
When I started this AP, my English oral communicative ability was at low level, therefore in 
class, I could not catch up with what teachers were teaching… When I was studying English at 
the language centre, I used to record foreign teachers' accents or pronunciation to listen again at 
home (AP19) 
[Khi mới bắt đầu khóa tiên tiến, kỹ năng Tiếng Anh giao tiếp của em rất tệ, vì thế trên lớp, em 
không thể nắm bắt hết các ý thầy cô dạy...Khi em còn học tiếng Anh ở trung tâm ngoại ngữ, em 
thường ghi âm giọng điệu, ngữ điệu của thầy cô để về nhà nghe lại ạ] 
 
 
A total of 18 Developing-EOCS were found to be used by these participants in their academic 
and social lives. The most popular strategies were preparing in advance for academic activity, 
cooperating with Vietnamese classmates, seeking English speakers in society, and accessing 
English media sources (see Table 4.22). The frequency of the cooperating with Vietnamese 
classmates strategy could be closely related to the traditional Asian collectivist cultural 
backgrounds of the interviewees, while the frequency of the three remaining mentioned 
strategies could be attributed to the Western language learning approach that these participants 
might have adopted from their current TNE APs. This relationship will be discussed further in 
Section 4.3.6.  
 
Similar to the variation found in Coping-EOCS usage, the analysis of the interview data 
revealed variation in the use of Developing-EOCS in different academic and social practices. 
This can be seen in the comparison of Developing-EOCS usage of participants AP01 and 
AP08. Both participants reported using the preparing in advance for academic activity and 
talking aloud in their academic practice. However, AP01 reported using cooperating with 
English speakers in classes strategy in his academic environment and the rote vocabulary 
learning strategy in his academic practice, while AP08 indicated that she used only cooperating 
with Vietnamese classmates to develop her English communication skills in her academic 
environment. In contrast, in their social lives, AP01 reported using the English practice with 
Vietnamese groups strategy to improve his English oral communication skills, whereas AP08 
indicated that she used the strategies of seeking English speakers in society, accessing English 
media sources, attending international conferences, accessing online expertise and seeking 
English speakers in society in her social context.  
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There are several possible explanations for the variation in Developing-EOCS usage by these 
interviewees in their academic and social practices:  
(i) Their Vietnamese educational experiences may have influenced the use of strategies of 
preparing in advance for academic activity and talking aloud by both interviewees, the 
rote vocabulary learning strategy by AP01 and the cooperating with Vietnamese 
classmates strategy by AP08; 
(ii) The fact that AP01 had a non-English major background while AP08 had an English 
language major background may have prompted their choice of Developing-EOCS in 
their social practices. AP01 tended to engage more with other Vietnamese people, 
while AP08 was more likely to seek opportunities to interact with foreigners or 
English natives to improve her English speaking and listening skills;  
(iii) The different educational contexts of these two respondents may also explain their 
different use of Developing-EOCS. For instance, AP01 was studying in a university 
located 30 kilometres from the Hanoi city centre, while AP08 was studying in a 
university located in the Hanoi city centre, meaning that AP01 had far fewer 
opportunities to interact with English natives or foreign tourists to improve his English 
competence in comparison with AP08.   
 
This section has identified the types of Developing-EOCS used by the 20 Vietnamese TNE AP 
students to improve their oral communication skills in their academic and social situations in 
Vietnam. This section has illustrated variation in the choice of strategies used in the different 
contexts and the possibility that learner factors such as English proficiency or English language 
background may help explain that variation. However, before considering these specific 
influences in more detail, a broader factor in the choice and use of English language strategies, 
that is, the reasons participants chose to pursue TNE APs in Vietnam, will be considered. 
Brown (2007a) and Gardner (1985) referred to this as motivational orientation and this factor 
was discussed in the literature review (see Section 2.3.1) and examined in the findings of the 
quantitative phase of the research (see Section 4.2.3). The following section explores 
motivational orientationin more depth from the perspective of the 20 interviewees. These 
findings will later be triangulated with the motivational orientation findings of the quantitative 
phase of the research in Chapter 5. 
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4.3.5. Role of motivational orientation 
 
Motivational orientation is regarded as one of the learner variables relating to the choice and 
use of English language strategies by these participants.  When asked why they decided to enrol 
in the current TNE program in the local universities, the 20 participants listed a variety of 
reasons for enrolling in these TNE APs (e.g., English competence, international qualification, 
and travelling interest). What follows are nine reasons, or motivational orientations, the 
participants had for choosing to undertake the TNE APs in Vietnam. It is important to note that 
these were their primary choice because most of the participants indicated more than one 
reason for choosing their TNE APs. Evidence of these strategies is described in the following 
sections from the most to the least frequently used strategies. These Motivational orientations 
are coded with letter M. That is, strategy M1 refers to Motivation orientation number 1.  
 
(M1) English competence orientation 
 
In an era of economic globalisation and educational internationalisation, English has become 
the language of business communication worldwide (Cunningham et al., 2000; OECD, 2008; 
Ryan & Stedman, 2001). This is confirmed by this study, in which 15 of the interviewees stated 
that their reason for enrolling the TNE APs was the expectation of developing their English 
proficiency levels because English is one of their interests (AP05) or because English language 
plays an important part in globalisation (AP04 and AP08). For example, 
I think that compared with other local Vietnamese courses, in this AP, we would have more 
opportunities to interact or communicate in English, especially English for my discipline than 
other Vietnamese students (AP04) 
[Em nghĩ là so với các chương trình Việt Nam khác, thì trong chương trình tiên tiến này, chúng 
em chắc chắn có nhiều cơ hội giao tiếp bằng tiếng Anh, nhất là tiếng Anh chuyên ngành, hơn là 
các sinh viên Việt Nam khác] 
 
I enjoyed learning English. .....I myself would like to learn in a program in English language 
with the hope that my English ability will be developed much more (AP05) 
[Em rất thích học tiếng Anh...bản thân em luôn mong muốn được học trong chương trình giảng 
dạy bằng tiếng Anh với hy vọng là trình độ tiếng Anh của em sẽ được cải thiện nhiều hơn] 
 
Apart from the English competence orientation, participant AP17 also discussed the knowledge 
development orientation because of the quality of the international programs, as she said,  
My greatest expectations are to get a really rich discipline knowledge and good ability of 
English language after 4 years of studying in this AP; and disciplinary knowledge in English 
must be at higher levels than other Vietnamese local program students. (AP17) 
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[Mong muốn lớn nhất của em là có vốn kiến thức chuyên môn tốt và giỏi tiếng Anh sau 4 năm 
học trong chương trình tiên tiến, và vốn tiếng Anh chuyên ngành chắc chắn sẽ hơn hẳn vốn 
tiếng Anh chuyên ngành của các sinh viên chương trình Việt Nam khác] 
 
(M2) Travelling abroad orientation 
 
This orientation was reported by 14 respondents who expected to develop their English 
proficiency because of their interest in travelling. For example,  
I would be able to communicate with foreigners…to travel overseas if I have a chance (AP13) 
[Em mong muốn có thể giao tiếp với người nước ngoài... để đi du lịch nếu em có cơ hội] 
 
I would like to study further for MA degree overseas and travel at the same. I’d love to travel to 
Holland. (AP06) 
[Em muốn đi học nâng cao bằng thạc sỹ ở nước ngoài và đi du lich nữa. Em thích đến Hà lan]  
 
(M3) Western educational orientation 
 
Ten of the respondents reported undertaking the TNE APs because of a Western educational 
orientation. They believed Western education programs provided a better study environment. In 
particular, they mentioned the higher educational standard controlled by Vietnam’s Ministry of 
Educational and Training and the different Western teaching and learning approaches (AP03, 
AP09 and AP05), or highly qualified Vietnamese teaching staff and the opportunity to study 
with foreigners (AP06, AP07 and AP17). For instance,  
Like other students of the AP, I expect to have a better learning environment. It is due to the fact 
that this program is cooperating with Western educational institutions, we really hope to have 
better teaching and learning methods and materials than local Vietnamese ones (AP05)  
[Cũng giống như các sinh viên của chương trình tiên tiến, em mong muốn có một môi trường 
học tập tốt hơn. Vì đặc thù của chương trình này là liên kết với các trường phương Tây, cho nên 
chúng em thực sự hy vọng sẽ có được phương pháp giảng dạy và tài liệu học tốt hơn so với các 
chương trình Việt Nam khác] 
 
I find Vietnamese teaching and learning curriculum a bit rigid and pressured, while Western 
learning curriculum is more relaxing and flexible, and I have been equipped with  methods of 
how to learn English more effectively (AP11) 
[Em nhận thấy chương trình dạy và học của Việt Nam hơi cứng nhắc và rất căng thẳng, trong 
khi đó chương trình của các nước phương Tây thì năng động và thoải mái hơn, và em được dạy 
các phương pháp học tiếng Anh có hiệu quả hơn] 
 
I feel satisfied with study environment, teaching quality given by this AP.... I expect to get good 
quality of teaching methods and good relationship with classmates due to a small number of 
students in one AP class. Both quality of teaching staff and student entrance have been selected 
carefully (AP16)  
[Em rất thích môi trường học, chất lượng giảng dạy của chương trình tiên tiến...Em mong muốn 
tiếp tục nhận được chất lượng giảng dạy tốt, và giữ mối quan hệ tốt với các bạn cùng lớp, vì mỗi 
lớp của chương trình tiên tiến có ít sinh viên hơn so với các lớp thường khác. Cả chất lượng 
giáo viên và sinh viên đầu vào đều được lựa chọn kỹ lưỡng] 
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Study environment was an important motivational orientation for these participants. This 
prompted a consideration of their use of strategies in these TNE APs in different studying 
conditions and locations. 
 
(M4) Qualification orientation 
 
Nine interviewees reported that a qualification orientation motivated them to enrol in the TNE 
AP. These qualifications were either the Western qualifications granted by the Western 
educators (AP 01, AP04, AP10 and AP14) or the qualifications from Vietnam’s highly ranked 
institutions such as the Foreign Trade University (AP02, AP08, AP09, AP15 and AP17).  For 
example,  
I thought that there must be more advantages of this AP over local Vietnamese programs in 
term of quality of Western qualifications (AP09) 
[Theo em so với các chương trình của Việt Nam thì chương trình tiên tiến có nhiều lợi thế hơn 
hẳn về chất lượng bằng cấp quốc tế] 
 
After completing this course in Vietnam, I would get both international certificate and reputable 
Foreign Trade University degree (AP17) 
[Sau khi hoàn thành khóa học này ở Việt Nam, em sẽ vừa được nhận chứng chỉ quốc tế, vừa 
được cấp bằng tốt nghiệp Đại học Ngoại Thương đầy danh giá] 
 
 
This finding suggests that the prestige of the educational institution was an important factor for 
these interviewees when they chose their academic programs. 
 
(M5) Employability orientation  
 
A smaller number of the interviewees (exactly eight out of 20 interviewees) reported an 
employability orientation. They chose their TNE APs because of their desire to obtain high 
salary employment or a stable job after completing their course (AP01, AP04, AP09 and 
AP18). Stable jobs are full-time permanent jobs that can be held for a long time, even until 
retirement. This orientation reflects Eastern cultural practices and will be explained more in the 
Section 4.3.4. For instance,  
After the course completion, I will be able to get a stable job with high salary (AP01)  
[Sau khi hoàn thành khóa học, em sẽ dễ tìm được việc làm ổn định với mức lương cao] 
 
I expect to work in a Non-Government Organisation after graduating this AP, because I see that 
working in NGO, I will be more flexible and will be able to travel more (AP20)  
[Sau khi tốt nghiệp chương trình tiên tiến, em mong muốn được làm việc trong 1 tổ chức phi 
chính phủ, vì em thấy rằng làm việc ở tổ chức phi chính phủ, em sẽ năng động hơn và có thể đi du 
lịch nhiều hơn] 
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(M6) External encouragement orientation 
 
This orientation was reported by seven interviewees, whose decisions to choose their current 
TNE APs were not initiated by them but by other people such as parents, siblings and friends. 
For example,  
My parents had found some information of this AP and asked me whether I had any future plans 
or whether I liked to learn English or not ...they explained to me that this AP seemed to be 
suitable for me. They suggested me to study this AP (AP04)  
[Bố mẹ em đã tìm hiểu trước thông tin về chương trình tiên tiến này và có hỏi em liệu em có kế 
hoạch gì chưa, và liệu em có thích học tiếng Anh hay không...Bố mẹ cũng cho rằng chương 
trình này rất thích hợp cho em, và khuyên em theo học] 
 
Some graduates of the previous APs said to me that English in this AP is not so difficult to 
follow (AP05) 
[Các anh chị đã tốt nghiệp chương trình tiên tiến nói với em là tiếng Anh trong chương trình 
không quá khó đâu] 
 
My elder sister said that after graduating university in this AP, if my English is good, it will be 
easier to find a stable job…. Yes, I followed her suggestion because my elder sister has had a 
stable job and she has more experiences than me. (Ap18) 
[Chị gái em nói rằng sau khi tốt nghiệp chương trình tiên tiến, nếu khả năng tiếng Anh của em 
tốt, rất dễ xin được việc làm ổn định... Vâng, em nghe lời chị ấy vì chị gái của em đang có 1 
công việc ổn định và chị ấy có nhiều kinh nghiệm hơn em] 
 
 (M7) Social media orientation  
 
Four respondents reported having a social media orientation for undertaking the current TNE 
APs. These include listening to radio in English (AP13), watching movies (AP18 and AP20) or 
accessing the Internet in English (AP14). For instance,  
 I expect my English ability to be better…I wil be able to watch Western films without 
 subtitles (AP18). 
 [Em mong muốn khả năng tiếng Anh của em sẽ tốt hơn ...em sẽ có thể xem phim nước ngoài 
 mà không cần phụ đề nữa] 
 
 
(M8) Personal interest orientation 
 
The smallest number of the interviewed, two out of 20 interviewees, reported a personal 
interest orientation, such as the impressive name of the program (AP07) or a desire to 
experience a different learning style (AP15). For example,  
 The name of "Advanced Programs" is really interesting, isn't it? (AP07)  
 [Cái tên 'Tiên tiến' cũng rất thú vị đấy chứ?] 
 
 I wish to have a different appearance, more dynamic style when studying in this AP (AP15)  
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 [Em mong có 1 hình ảnh khác, phong cách năng động hơn khi học trong chương trình tiên 
 tiến] 
 
 (M9)  Educational environment orientation 
 
A similar number of the respondents reported an educational environment orientation, whereby 
they preferred a learning environment with high-achieving students. For example, 
When I enquired about this AP, I found out that lots of other classmates would bebetter than me 
in English ability. This fact gave me motivation to learn more and more, anda new study 
environment with other outstanding students would certainly give me more opportunities to 
perfect myself (AP10)  
 [Khi em bắt đầu tìm hiểu thông tin về chương trình tiên tiến, em nhận thấy rằng rât nhiều các 
 bạn học của em giỏi tiếng Anh hơn em, điều đó là động lực để em học nhiều hơn, và môi 
 trường học tập với những sinh viên xuất sắc chắc chắn sẽ cho em nhiều cơ hội để em hoàn thiện 
bản thân] 
 
 Learning with other outstanding students will give me more motives to develop my ability 
 and skills to follow them (AP17) 
 [Học chung với những sinh viên giỏi khác sẽ cho em thêm động lực để em phát triển khả năng 
 và kỹ năng để theo kịp các bạn ý] 
 
 
Overall, the qualitative phase data analysis identified nine motivational orientations reported by 
the 20 interview participants for their decision of undertaking current TNE APs. The most 
popular motivational orientations were the English competence orientation and the travelling 
abroad orientation followed by the Western-educational orientation, qualification orientation 
and employability orientation. Two important issues emerged from these findings. First, the 
data showed that most of the participants had more than one reason for choosing their TNE 
APs. For example, AP09 reported multiple motivational orientations including the Western-
educational orientation, employability orientation and English competence orientation. This 
could be explained by the fact that his interest in learning English motivated him to undertake 
the TNE AP with the hope of satisfying both his desire for further discovery of the English 
language and to have more contact with native speakers of English. He said, 
I was told lots of benefits of this AP like, imported text books in English; foreign teaching staff; 
and convenient transferring credits to America for international qualifications… My expectations 
can be divided into some aspects including: gaining a certain level of English ability; learning 
with foreign teaching academics; and getting a high salary job using my English skills after 
graduation.  
[Em được biết về nhiều lợi ích của CTTT như là, nhập khẩu giáo trình bằng tiếng Anh, giáo viên 
nước ngoài, và được chuyển tiếp thuận lợi sang Mỹ để tiếp tục học lấy bằng quốc  tế...Mong 
muốn của em chia làm một số mặt bao gồm: đạt được trình độ tiếng Anh nhất định, học với 
chuyên gia, và kiếm được việc làm lương cao có sử dụng tiếng Anh sau khi tốt nghiệp] (AP09) 
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Another issue from the findings was that the motivational orientation of these participants may 
change over time. For instance, AP02 suggested that she first had the qualification orientation, 
external encouragement orientation and employability orientation, but she then had the 
Western educational orientation (e.g., being interested in economic knowledge) and 
employability orientation after a period of studying in the program. Her employability 
orientation had changed over time and become more specific. She changed from wanting 
unidentified employment (e.g., a stable job with a high salary) to specific employment (e.g., an 
economics lecturer at university). For instance,  
My parents encouraged and decided to register this program for me. At first, I expected to get a 
beautiful Western qualification after the program completion, then a stable job a high salary. 
However, the more I learned in this AP, the more interested I felt in the economic knowledge 
provided by foreign academics. I really admired their possession of rich knowledge of their 
teaching field. Then, I myself would like to be an economic lecturer in the future. (AP02)  
[Bố mẹ em khích lệ em và quyết định chọn chương trình này cho em. Đầu tiên, em mong muốn 
học xong có bằng nước ngoài và tìm 1 công việc ổn định với lương cao. Nhưng càng học lâu 
trong chương trình này, em càng thấy hứng thú hơn với kiến thức kinh tế mà các giáo sư nước 
ngoài giảng dạy. Bản thân em sau đó muốn trở thành 1 giảng viên kinh tế trong tương lai] 
 
From the analysis of the motivational orientation of these two interviewees, it is clear that they 
both felt more motivated toward their current TNE APs, and their motivational orientations 
were more likely to be flexible and changeable depending on different situations and context. 
Whether or not differences in motivational orientationsare related to the choice and use of 
EOCS of these interviewees will be discussed in the following section.  
 
4.3.6. The relationship between EOCS use and learner variables 
 
 This section of the analysis of the qualitative phase data aimed to explore the relationship 
between the use of both the Coping-EOCS and Developing-EOCS with the learner variables 
(e.g., gender, English language proficiency, motivational orientation, academic major, cultural 
background, educational background and educational context).  
 
EOCS use by English language proficiency 
 
The following two sections explore the relationships between types of strategy usage (Coping-
EOCS and Developing-EOCS) and English language proficiency by drawing on the interview 
data from the six higher English proficiency and 14 lower English proficiency students.  
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Coping-EOCS use by English language proficiency 
 
Seventeen Coping-EOCS were identified from the analysis of the interview transcripts. The 
differences in the choice and use of the specific Coping-EOCS between the two English 
proficiency groups are discussed in this section (see Table 4.23). The yellow-highlighted 
shadings in the table were used to clarify the different choice of strategies of learners with 
different English language proficiency.  
 
The strategies most preferred by the higher English proficiency group were the non-verbal 
support (C8), appealing to teachers (C4) and paraphrasing or using synonyms (C6). These 
were followed by appealing to classmates (C1) and fluency-focusing (C7). The most commonly 
used strategies by the lower English proficiency group were word-attention (C2), appealing to 
classmates (C1) and first language switching (C3). These were followed by self-belief (C7), 
technology-supporting (C9), repairing (C10), and non-verbal support (C11) strategies. 
 
Interviewees of both English proficiency levels preferred appealing to classmates (C1) and 
self-belief (C7), but rarely or never used the conversation flow abandonment (C13), topic 
abandonment (C15), message abandonment (C16), or time-gaining (C17)strategies. This may 
be due to the characteristics of Asian language teaching and learning methods, in which 
students interrupting teachers to ask questions is considered rude or disrespectful actions. 
Another possible explanation is the Eastern culture of face-saving, in which the students prefer 
to solve problems themselves instead of showing their weakness or losing face by asking for 
help. The influences of Eastern cultures and Asian language teaching methods on the use of 
EOCS will be discussed further in the following sections. 
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Table 4.23 
Coping-EOCS Usage by English Proficiency of Participants (N = 20)  
 
ID  English 
proficiency levels 
Coping-EOCS (C1-C17) *     
 C1 C2 C3 C4 C5 C6 C7 C8 C9 C10 C11 C12 C13 C14 C15 C16 C17 
AP01  Low proficiency x x x       x       x x       x   
AP02 Low proficiency x x x x         x     x           
AP03 Low proficiency   x x                   x         
AP05 Low proficiency x   x x         x x               
AP06 Low proficiency x               x   x             
AP07 Low proficiency   x       x x x   x               
AP10 Low proficiency         x x   x     x       x     
AP11 Low proficiency   x x   x x x     x   x         x 
Ap12 Low proficiency x x x       x   x                 
AP13 Low proficiency   x                 x             
AP14 Low proficiency x       x         x     x         
AP18 Low proficiency   x x             x x     x       
AP19 Low proficiency x x     x   x   x         x       
AP20 Low proficiency x     x                           
Total: n=14 8 9 7 3 4 3 5 2 5 5 5 3 2 2 1 1 1 
AP04 High proficiency      x   x x   x       x           
AP08 High proficiency  x x   x   x x   x                 
AP09 High proficiency        x x x x x             x     
Ap15 High proficiency        x                           
AP16 High proficiency  x x         x x         x         
AP17 High proficiency  x   x x x x   x                   
Total: n=6 3 2 2 4 3 4 3 4 1 
  
1 1 
 
1 
  
Note: *= the Coping strategies from C1 to C17 were listed in the Table 4.21. 
 
It was shown that, compared with the lower English level group, the higher English proficiency 
group tended to have more use of the appealing to teachers (C4), paraphrasing or using 
synonyms (C6) and non-verbal support (C8). In contrast, the lower English proficiency group 
reported more use of the word-attention (C2) and first language switching (C3). It appears that 
the respondents of higher English proficiency were more confident in their English oral 
communication with teachers or peers and were ready to risk making mistakes while 
paraphrasing or using synonyms, or risk losing face by asking teachers to correct mistakes. The 
lower English proficiency group seemed to depend on word-by-word translation or native 
language assistant tools to transfer intended messages.  
 
The lower English proficiency group tended to choose technology-supporting, repairing, and 
non-verbal support, while almost no participants in the higher English proficiency group 
reported using these strategies. The possible explanations are that the English knowledge of the 
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lower English proficiency group is not rich enough for them to self-correct their mistakes or 
successfully convey their intended message. Instead, they have to use supportive means like 
online translation tools or non-verbal means.  
 
In summary, the interview data revealed differences in the choice and use of Coping-EOCS by 
the participants in of different English proficiency levels. The higher English proficiency group 
tended to use paraphrasing or using synonyms, self-belief and non-verbal support strategies, 
while the lower English proficiency group preferred to use the word-attention and first 
language switching strategies.  
 
Developing-EOCS use by English language proficiency 
 
Eighteen Developing-EOCS were identified from the analysis of the interview data analysis. 
The differences in the choice and use of the specific Developing-EOCS strategies between the 
two English proficiency groups are discussed in this section (see Table 4.24). The yellow-
highlighted shadings in the table were used to clarify the different choice of strategies of 
learners with different English language proficiency.  
 
The most commonly used strategies (indicated by yellow shadings) by the higher English 
proficiency group were preparing in advance for academic activity (D1), talking aloud (D6), 
cooperating with other Vietnamese classmates (D2), and cooperating English speakers in 
classes (D4). The most preferred strategies by the low English proficiency group were 
preparing in advance for academic activity (D1), cooperating with Vietnamese classmates (D2) 
and seeking English speakers in society (D3). 
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Table 4.24 
Developing-EOCS Usage by English Proficiency of Participants (N = 20)  
 
ID English 
proficiency levels 
Developing-EOCS (1-19) *  
D1 D2 D3 D4 D5 D6 D7 D8 D9 D10 D11 D12 D13 D14 D15 D16 D17 D18 D19 
AP04 High proficiency  x x   x x x   x x     x x x x         
AP08 High proficiency  x x x   x x     x           x         
AP09 High proficiency        x x x       x       x   x   x   
Ap15 High proficiency  x x x x x x           x     x         
AP16 High proficiency  x x x x   x x             x   x   x   
AP17 High proficiency  x x x x   x x         x x             
Total  n=6 5 5 4 5 4 6 2 1 2 1 
 
3 2 3 3 2 
 
2 
 AP01  Low proficiency x     x   x         x                 
AP02 Low proficiency x x x x x   x       x   x   x         
AP03 Low proficiency             x       x   x             
AP05 Low proficiency x 
x   
  
x                 x x   x     
AP06 Low proficiency   x   x     x x x                     
Ap07 Low proficiency x x x x       x   x                   
AP10 Low proficiency x   x   x                             
AP11 Low proficiency x x   x   x       x     x x           
Ap12 Low proficiency x x x   x   x                         
AP13 Low proficiency x x   x x     x x   x x       x       
AP14 Low proficiency x   x   x   x   x x   x               
AP18 Low proficiency x   x         x x   x                 
AP19 Low proficiency x x x             x x               x 
AP20 Low proficiency   x x       x x   x             x     
Total  n=14 11 9 8 6 6 2 6 5 4 5 6 2 3 2 2 1 2 
 
1 
Note: *= the Developing strategies from D1 to D17 were listed in the Table 4.22. 
 
 
Both English proficiency groups preferred to use preparing in advance for academic activity 
(D1), cooperating with Vietnamese classmates (D2), and seeking English speakers in society 
(D3). The similarity in the choice of strategies between the two English proficiency groups is 
possibly related to Asian collectivist culture in which Asian people prefer working in groups 
rather than working individually (e.g., cooperating with Vietnamese classmates - D2). Also, as 
suggested by the literature, the students of these TNE APs were selected from a huge 
population of Vietnamese students passing the university entrance exams with outstanding 
results. Therefore, these are considered high-achieving students, and this might be one of the 
reasons why the research participants, regardless of their high or low English proficiency, most 
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frequently used the preparing in advance for academic activity (D1) and showed their 
proactiveness in their common choice of the seeking English speakers in society strategy (D3).  
As shown in Table 4.24, to develop or improve their English oral communication skills, the 
high English proficiency group tended to choose more strategies involving foreigners or native 
speakers of English native speakers (e.g., D4, D5, D12, and D14) or talking aloud strategy 
(D6). This suggests that their English competence gives them more confidence in interacting or 
communicating orally with foreigners or native speakers of English. Meanwhile, the low 
English proficiency group seemed to be less confident with their English ability and preferred 
to cooperate with other Vietnamese students (e.g., D7 and D10) or to follow Vietnamese 
traditional learning methods (e.g., D11), by which they could use the Vietnamese language to 
support their difficulties in English.  
 
Generally, there are differences in the choice and use of Developing-EOCS between the high 
English proficiency group and the low English proficiency level group. It appears that the 
higher the student’s English proficiency, the more likely they used strategies involving native 
speakers of English.  
 
EOCS use by gender 
 
As explained earlier, the researcher considered gender balance in choosing qualitative phase 
participants. However, the unexpected withdrawal of five male students from the interview 
resulted in a gender imbalance in the qualitative phase participants: 16 females and four males. 
The relationships between gender and both Coping-EOCS and Developing-ECOSgender are 
discussed in the following sections, although numbers of males really too small to draw any 
firm conclusions. The yellow-highlighted shadings in the tables were used to clarify the 
different choice of strategies by learners of different gender.  
 
Coping-EOCS use by gender 
 
Coping-EOCS use in relation with gender of the interviewees is illustrated in Table 4.25. There 
were differences in the choice and use of the Coping-EOCS C1 to C11. The most commonly 
used strategies by females were appealing to classmates (C1), word-attention (C2) and first 
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language switching (C3).The most preferred strategies by males were word-attention (C2) and 
non-verbal support (C11), followed by first language switching (C3) and self-belief (C7).  
 
Table 4.25 
Coping-EOCS Usage by Gender of Participants (N = 20)  
 
ID Gender Coping-EOCS (C1-C17) *            
C1 C2 C3 C4 C5 C6 C7 C8 C9 C10 C11 C12 C13 C14 C15 C16 C17 
AP02 Female  x x x x         x     x           
AP03 Female    x x                   x         
AP04 Female      x     x x x       x           
AP05 Female  x   x x         x x               
AP06 Female  x               x   x             
AP07 Female    x       x x x   x               
AP08 Female  x x   x x x     x                 
AP10 Female          x x   x     x       x     
AP11 Female    x x   x x x     x   x         x 
AP12 Female  x x x       x   x                 
AP14 Female  x       x         x     x         
AP15 Female        x                           
AP16 Female  x x     x     x         x         
AP17 Female  x   x x   x x x                   
AP19 Female  x x     x   x   x         x       
AP20 Female  x     x                           
Total:          n=16  10 8 7 6 6 6 6 5 6 4 2 3 3 1 1 0 1 
AP01  Male x x x       x       x x       x   
AP 09 Male       x x x x x             x     
AP 13 Male   x                 x             
AP 18 Male   x x             x x     x       
Total:           n= 4  1 3 2 1 1 1 2 1   1 3 1   1 1 1   
Note: *= the Coping strategies from C1 to C17 were listed in the Table 4.21 
 
Both females and males were more likely to use the word-attention (C2) and first language 
switching (C3) strategies. This may be related to the influence of the Asian cultural 
backgrounds of the participants, in which they depend on their mother tongue to overcome 
difficulties in using English as a foreign language (see the influences of cultural background 
below), and traditional Asian language teaching and learning methods, which focus more on the 
sentence structure of language rather than the communication function of language.  
 
Three out of four of the males (AP01, AP13 and AP18) had lower English proficiency, and this 
may explain for their more frequent use of non-verbal replacement than other strategies.  
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There was a big gender difference in the use of the appealing to classmates (C1), appealing to 
teachers (C4), fluency-focusing (C5), paraphrasing or using synonyms (C6) and technology-
supporting (C9). Six of the 10 females reported using each of these strategies, while almost no 
male participant used each of these strategies. This suggests that female participants in this 
study are more likely to ask for assistance from all sources (e.g., classmates, teachers and 
technologies) than their male counterparts.  
 
There are some differences in the choice and use of Coping-EOCS by gender. Females tended 
to be more active in obtaining help from all possible sources than males. The following section 
describes the choice and use of Developing-EOCS by gender. 
 
Developing-EOCS use by gender 
 
Analysis of the qualitative data revealed differences in the use and choice of strategies D1, D2, 
D3, D4, D5, D7 and D11 between male and female participants (see Table 4.26).  
 
The most preferred Developing-EOCS strategies by females were preparing in advance for 
academic activity (D1), cooperating with Vietnamese classmates (D2) and seeking English 
speakers in society (D3). These were followed by cooperating with English speakers in classes 
(D4), accessing English media sources (D5) and sharing language-learning experiences (D7) 
strategies. The most popular strategies used by males were preparing in advance for academic 
activity (D1), cooperating with English speakers in classes (D4) and rote vocabulary learning   
(D11). These were followed by the strategies of talking aloud (D6) and accessing online 
expertise (D9).  
 
It appears that when making an effort to develop English oral communication skills, the most 
commonly used Developing-EOCS by both females and males were preparing in advance for 
academic activity (D1), cooperating with English speakers in classes (D4) and accessing 
English media sources (D5). This might be due to the fact that these TNE AP students had the 
highest university entrance results. They are more likely to actively improve their English oral 
communication competence (e.g., D1), and they seem to prefer interaction with English natives 
(e.g., foreign teachers, international students or celebrities who are native speakers of English). 
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Table 4.26 
Developing-EOCS Usage by Gender of Participants (N = 20)  
 
ID Gender Developing-EOCS (D1-D19)*        
D1 D2 D3 D4 D5 D6 D7 D8 D9 D10 D11 D12 D13 D14 D15 D16 D17 D18 D19 
AP02 Female x x x x x  x    x  x  x     
AP03 Female       x    x  x       
AP04 Female x x  x x x  x x   x x x x     
AP05 Female x x   x         x x  x   
AP06 Female  x  x   x x x           
AP07 Female x x x x    x  x          
AP08 Female x x x  x x  x x      x     
AP10 Female x  x  x               
AP 
11 
Female x x  x  x    x   x x      
Ap12 Female x x x  x  x             
AP14 Female x  x  x  x  x x  x        
Ap15 Female x x x x x x      x   x     
AP 
16 
Female x x x x  x x       x  x  x  
AP 
17 
Female x x x x  x x     x x       
AP19 Female x x x       x x        x 
AP20 Female  x x    x x  x       x   
Total: n=16 13 13 11 8 8 6 8 5 4 5 3 4 5 4 4 1 2 1 1 
AP01 Male x   x  x     x         
AP 
09 
Male    x x x    x    x  x  x  
AP 
13 
Male x x  x x   x x  x x    x    
AP 
18 
Male x  x     x x  x         
Total: n=4 3 1 1 3 2 2  2 2 1 3 1  1  2  1  
Note: *= the Developing strategies from D1 to D17 were listed in the Table 4.22. 
 
 
Females were more likely to cooperate or share with surrounding people (e.g., D2, D3 and D7), 
while males tended to rely on their own resources (e.g., D6 and D11) and if necessary, they 
would choose virtual assistance instead of face-to-face helpers (e.g., the choice of D9).  
 
Overall, in relation to gender, there are both similarities and differences in the choice and use of 
Developing-EOCS among the 20 interviewees. It can be noted that small number of males and 
possible interference of major or location factors may relate to these differences of Developing-
EOCS usage.  
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EOCS use by academic major 
 
One of goals of the current research was to explore the relationship between academic major 
and EOCS usage. As explained in Chapter 3, the research participants were undertaking four 
academic majors in the TNE APs in three Universities in Vietnam. However, in the qualitative 
phase of the research, only three majors were represented because five participants undertaking 
the fourth major decided to withdraw from the interview (see Section 3.5.3). Among the 20 
interviewees in the qualitative phase, there were three Finance students, ten Crop Science 
students, and three International Business Administration students. Therefore, the relationships 
between academic major and both Coping-EOCS and Developing-EOCS are discussed in the 
following section. The yellow-highlighted shadings in the tables were used to clarify the 
different choice of strategies by learners of different academic majors. 
 
Coping-EOCS use by academic major 
 
There were similarities and differences in the use of Coping-EOCS among three majors (see 
Table 4.27). The most preferred strategy for all three groups of major was appealing to 
classmates (C1). A possible explanation for the popularity of this strategy for students of all 
majors is that classmates with same ages and same social-cultural status were regarded as the 
best available information resource.  
 
The International Business Administration students most commonly used four strategies: 
appealing to teachers (C4), paraphrasing or using synonyms (C6), fluency-focusing (C5), and 
non-verbal support (C8) when compared to the other two majors. These four strategies required 
language learners to have higher English language proficiency to interact confidently with 
higher-English level interlocutors (e.g., teachers), to paraphrase language structures (e.g., using 
synonyms) or to be able to fluently communicate in English to achieve the intended 
communication goals.  The International Business Administration students were more likely to 
take risks in their communication achievement, and this may be because six out of seven 
International Business Administration students had high English language proficiency.  
 
In contrast, the Crop Science students tended to choose somewhat different strategies such as 
word-attention (C2), first language switching (C3) and repairing (C10). Two of these strategies 
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(C2 and C3) require low English proficiency to achieve the communication goals, while the 
other strategy (C10) suggests that participants were unlikely to risk getting mutual assistance in 
oral communication. This might reflect the non-English language backgrounds of all ten Crop 
Science students and their face-saving cultural practices, by which they try to avoid 
communication failures.  
 
Table 4.27 
Coping-EOCS Usage by Academic Major of Participants (N = 20)  
 
ID Major Coping-EOCS (C1-C17) * 
             C1 C2 C3 C4 C5 C6 C7 C8 C9 C10 C11 C12 C13 C14 C15 C16 C17 
AP03 CS 
 
x x 
         
x 
    
AP06 CS x 
       
x 
 
x 
      
AP07 CS 
 
x 
   
x x x 
 
x 
       
AP 11 CS 
 
x x 
 
x x x 
  
x 
 
x 
    
x 
Ap12 CS x x x 
   
x 
 
x 
        
AP 13 CS 
 
x 
        
x 
      
AP14 CS x 
   
x 
    
x 
  
x 
    
AP 18 CS 
 
x x 
      
x x 
  
x 
   
AP19 CS x x 
  
x 
 
x 
 
x 
    
x 
   
AP20 CS x 
  
x 
             
Total: n=10 5 7 4 1 3 2 4 1 3 4 3 1 2 2 
  
1 
AP01 Finance x x x 
   
x 
   
x x 
   
x 
 
AP04 Finance 
  
x 
  
x x x 
   
x 
     
AP05 Finance x 
 
x x 
    
x x 
       
Total: n=3 2 1 3 1 
 
1 2 1 1 1 1 2 
   
1 
 
AP02 IBA x x x x 
    
x 
  
x 
     
AP08 IBA x x 
 
x x x 
  
x 
        
AP 09 IBA 
   
x x x x x 
      
x 
  
AP10 IBA 
    
x x 
 
x 
  
x 
   
x 
  
Ap15 IBA 
   
x 
             
AP 16 IBA x x 
  
x 
  
x 
    
x 
    
AP 17 IBA x 
 
x x 
 
x x x 
         
Total:  N =7 4 3 2 5 4 4 2 4 2 
 
1 1 1 
 
2 
  
Note: * = the list of the Coping-EOCS identified in the Qualitative phase in Table 4.21; IBA= International 
Business Administration, CS=Crop Science 
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The most preferred strategies of the Finance students were first language switching (C3), 
appealing to relatives (C12) and self-belief (C7). This might be explained by the non-English 
language backgrounds of two out of the three Finance students. For example, AP05 said that 
she did not have many opportunities to practice problem solving in her TNE AP. Both Finance 
and Crop Science students used the C3 and C7 strategies much more than the International 
Business Administration students did. 
 
The choice and use of these Coping-EOCS by the interviewees varied between the three groups 
of academic majors. The next section discusses the relationship between academic major and 
the choice and use of Developing-EOCS.  
 
Developing-EOCS use by academic major 
 
The choice and use of Developing-EOCS by the major of the participants is shown in Table 
4.28 below. There were several differences in the choice of strategies by the interviewees 
undertaking the three majors.   
 
The most commonly used strategies by Crop Science majors were preparing in advance for 
academic activity (D1), cooperating with Vietnamese classmates (D2), and seeking English 
speakers in society (D3). These were followed by sharing language learning experiences (D7), 
attending international conferences (D8) and English practice in Vietnamese groups (D10). 
 
The most commonly used strategies by International Business Administration majors were 
preparing in advance for academic activity (D1), cooperating with Vietnamese classmates 
(D2), seeking English speakers in society (D3), cooperating with English speakers in classes 
(D4), accessing English media sources (D5), and talking aloud (D6).  
 
The most commonly used strategies by Finance students included preparing in advance for 
academic activity (D1), cooperating with Vietnamese classmates (D2), cooperating with 
English speakers in classes (D4), accessing English media sources (D5), talking aloud (D6), 
imitating English speech (D14) and seeking English speakers in society (D 3).  
 
Interviewees from all three majors most commonly used preparing in advance for academic 
activity (D1) and cooperating with Vietnamese classmates (D2). This is possibly related to the 
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fact that these TNE AP students were the most able of a large population of Vietnamese 
students entering the universities and, therefore, they may be more hard working than others in 
their academic lives. As discussed earlier, in traditional Asian classrooms, classmates of the 
same age and social status are preferred resources for practising their English oral 
communication rather than their teachers who have higher social status. This might be an 
explanation for the popularity of the developing strategy D2 by all three groups of majors. 
 
Table 4.28 
Developing-EOCS Usage by Academic Majors of Participants (N = 20)  
 
ID Major Developing-EOCS (D1-D19) *     
D1 D2 D3 D4 D5 D6 D7 D8 D9 D10 D11 D12 D13 D14 D15 D16 D17 D18 D19 
AP03 CS       x    x  x       
AP06 CS  x  x   x x x           
Ap07 CS x x x x    x  x          
AP11 CS x x  x  x    x   x x      
Ap12 CS x x x  x  x             
AP13 CS x x  x x   x x  x x    x    
AP14 CS x  x  x  x  x x  x        
AP18 CS x  x     x x  x         
AP19 CS x x x       x x        x 
AP20 CS  x x    x x  x       x   
Total: n =10 7 7 6 4 3 1 5 5 4 5 4 2 2 1  1 1  1 
AP01 Finance x   x  x     x         
AP04 Finance x x  x x x  x x   x x x x     
AP05 Finance x x   x         x x  x   
Total: n = 3 3 2  2 2 2  1 1  1 1 1 2 2  1   
AP02 IBA x x x x x  x    x  x  x     
AP08 IBA x x x  x x  x x      x     
AP09 IBA    x x x    x    x  x  x  
AP10 IBA x  x  x               
AP15 IBA x x x x x x      x   x     
AP16 IBA x x x x  x x       x  x  x  
AP17 IBA x x x x  x x     x x       
Total: n = 7 6 5 6 5 5 5 3 1 1 1 1 2 2 2 3 2  2  
Note: *= the Developing strategies from D1 to D17 were listed in the Table 4.22; IBA= International Business 
Administration, CS=Crop Science 
 
There are two differences in the choice of strategies across three majors. The first is that Crop 
Science students tended to approach to other Vietnamese students to develop their English oral 
communication skills (e.g., D7 and D10), while International Business Administration students 
and Finance students were more likely to find opportunities to interact directly with native 
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speakers of English in order to develop their English oral communication skills (e.g., D4, D5, 
D14, and D17). Another difference is that Crop Science students used more strategies where 
cooperation is required between communicators (e.g., D2, D4, D7, and D9), while International 
Business Administrationand Finance students tended to choose strategies related to self-
determination (e.g., D1, D6).  
 
Overall, there are some differences in the choice and use of the Developing-EOCS between 
Crop Science students and the other students, but there is not much difference in the choice and 
use of Developing-EOCS between International Business Administration students and Finance 
students.  
 
EOCS use in relation to motivational orientation 
 
As discussed earlier, the 20 interviewees reported nine motivational orientations for choosing 
their current TNE APs.  Many interviewees reported having more than one type of motivational 
orientation, and in some cases, their motivational orientations changed over time (see Section 
4.3.5). This section discusses whether or not there is a relationship between motivational 
orientations and the choice and use of both Coping-EOCS and Developing-EOCS for two of 
the interviewees.  
 
The 20 interviewees had multiple motivational orientations and used different Coping-EOCS 
and Developing-EOCS in academic and social situations. Analysis of the relationships between 
motivational orientations and the choice and use of Coping-EOCs and Developing-EOCS for 
all 20 interviewees is complex and beyond the scope of this research. Instead, this section 
focuses on AP02 and AP09, who had multiple and flexible motivational orientations (see 
Section 4.3.5). Their different English language backgrounds, which they had at previous 
schools (e.g., English-majored or non-English-majored backgrounds) and English proficiency 
levels, which they self-reported, were possibly related to a wider range of EOCS usage.  
 
Coping-EOCS use in relation to motivational orientations 
 
AP02 used to be a non-English language major student at her high school, and she explained 
that she was at a very low level of English proficiency because she had learned French as a 
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foreign language during her 12 years of school. She had learned English for only two years 
when she started her current TNE AP.  
Before beginning the TNE AP, AP02 was not confident with any skills of English language and 
she was afraid of speaking up in her TNE AP class. As discussed previously, her initial 
motivational orientations included external encouragement orientation, qualification 
orientation and employability orientation, but these changed to Western-educational 
orientation and another employability orientation after two years of involvement in her TNE 
AP (see Section 4.3.5).   
 
In relation to Coping-EOCS use, AP02 reported using a variety of strategies to solve her 
English oral communication problems in academic situations. During AP02’s first year in her 
TNE AP, she used the appealing to relatives, appealing to classmates, first language switching, 
and technology-supporting strategies because her English proficiency was very low and she did 
not feel confident in classroom activities. For instance,  
My brother has learnt English for longer time than me, then he (her brother) can correct my 
mistakes while talking with me in English.  
[Em trai của em đã học tiếng Anh lâu hơn em nên nó có thể sửa lỗi sai cho em trong khi trò 
chuyện với em bằng tiếng Anh] 
 
When I have any confusing issues, I often ask  my my closest Vietnamese classmate for help. She 
helps me to ask teachers my confusing questions, or summarises in Vietnamese language what 
teachers are talking in English.  
[Khi em gặp vấn đề gì còn vướng mắc, em thường hỏi bạn thân của em trên lớp. Bạn ấy hỏi cô 
giáo giúp em những vấn đề mà em thắc mắc, hoặc bạn ấy tóm tắt cho em bằng tiếng Việt những 
điều cô giáo đang giảng trên lớp bằng tiếng Anh] 
 
I have to look up words in dictionary while listening to lectures as well. 
[Em phải tra từ điển trong khi nghe giảng] 
 
 
However, after some time in the TNE AP, AP02 became more interested in learning with 
Western teachers and Western teaching methods. Her Coping-EOCS changed to those with 
more interaction with native speakers of English: appealing to foreign teachers (e.g., mistake 
corrections in speaking practices). For instance,  
I attended some speaking evening classes to talk with foreign teachers, so that foreign teachers 
could correct my mistakes in pronunciation, intonation while I was practising English speaking 
with them (AP05) 
[Em tham gia một số lớp học Tiếng Anh giao tiếp vào buổi tối để luyện nói với giáo viên nước 
ngoài, để họ sữa lỗi sai về phát âm, ngữ điệu cho em trong khi em luyện nói tiếng Anh với họ] 
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In the case of the AP02, there is a connection between her Coping-EOCS and her motivational 
orientation, that is, changes in her motivational orientation were likely to change her Coping-
EOCS usage. 
 
In comparison with AP02, AP09 was an English language-major student at high school and he 
learned English as a major subject for more than 10 years. He self-reported a high English 
proficiency level before beginning the TNE AP. AP09 had multiple motivational orientations 
for choosing his current TNE AP: Western-educational orientation, employability orientation 
and English competence orientation. 
 
AP09 reported using the Coping-EOCS of appealing to teachers and fluency-focusing strategies 
to solve difficulties in his academic situations, and using the strategies of paraphrasing or 
using synonyms, non-verbal support, and topic abandonment in his social interaction with 
foreigners. For AP09, there appeared to be a link between his motivational orientations and 
Coping-EOCS use. That is, most of his motivational orientations related closely to native 
speakers of English (e.g., foreign teachers and his interest in communicating with English 
natives) and his Coping-EOCS were more likely to reflect a Western-oriented learning 
approach (e.g., asking teachers and using non-verbal aides in verbal communication).  
 
Analysis of these two cases suggests that there was a connection between motivational 
orientations and types of Coping-EOCS usage. Changes in motivational orientation appear to 
be associated with changes in choice and use of Coping-EOCS.  
 
Developing-EOCS use in relation to motivational orientation 
 
The interview with AP02 revealed that she used a number of Developing-EOCS in both her 
academic and social practices with the aim of improving her speaking and listening skills. For 
instance, in an academic environment, she reported using preparing in advance for academic 
activity, cooperating with Vietnamese classmates, cooperating with English speakers in classes, 
and rote vocabulary learning. In her social life she reported using the strategies of seeking 
English speakers in society, accessing English media sources, and English practices with 
individual Vietnamese. She clarified two reasons for her use of multiple Developing-EOCS: (1) 
her experiences of oral communication failure made her determine to develop her English 
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communication skills in all possible ways and (2) her anxiety and tension in English oral 
communication. For example,  
I often concerned about saying wrong things, or wrong pronunciation, then other people would 
not understand me in conversation in English, or I would not understand what they talk with me. 
Therefore, I tried to improve my English competence in all ways that I could. 
[Em thường lo lắng sợ nói sai, hoặc phát âm sai từ, và người khác sẽ không hiểu em khi trò 
chuyện với em bằng tiếng Anh, hoặc em sẽ không hiểu những điều người khác nói với em. Vì 
thế, em cố gắng nâng cao trình độ tiếng Anh của em bằng mọi cách có thể] 
 
 
The interview with AP09 showed that he also used multiple Developing-EOCS in both his 
academic and social practices. For instance, he indicated using the strategies of cooperating 
with English speakers in classes and talking aloud in the academic environment. He used the 
strategies of English practice with Vietnamese groups, imitating English speech, organizing 
extra activities with English academics, and learning English culture during social practices. It 
is noteworthy that AP09 decided not to use the strategy of English practice with Vietnamese 
groups after a while because he found the strategy to be ineffective. AP09 said,  
 I realised that the activities of this club didn’t focus on my goal of practising English 
 speaking skill as I had expected, though I could gain other things (AP09)  
 
Similar to AP02, AP09 started the learning English culture strategy after experiencing an 
embarrassing situation with foreign teachers in a social event. This experience gave him more 
motivation to improve his English competence.  
 
The exploration of these two interviewees confirms a close connection between the 
motivational orientation and both Coping-EOCS and Developing-EOCS use. That is, the more 
motivated they were, the more strategies they used to cope with their English oral 
communication problems and develop their English oral communication skills in both academic 
and social situations. It is possible that a change in motivation orientation may lead to a change 
in the type of strategies used. 
 
EOCS use in relation to cultural effects 
 
The participants in this research had a specific educational context. That is, they are Asian 
learners who were studying in the Western TNE APs in a local educational context.The 
participants of the current research, with their Eastern cultural backgrounds, have had many 
chances to interact with Western cultures through the Western-style curriculum and from 
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Western teaching staff. Therefore, the cross-cultural social practices of this unique educational 
context may, to some extent, affect the choice and use of EOCS. The cultural effects were 
driven from both the participants’ Eastern cultural background and their Western cultural 
adaptation.  
 
The literature review discussed the differences between typical Eastern cultural charateristics 
(e.g., face-saving, high power distance, family-orientation, less use of non-verbal means in 
communication and collectivism) and typical Western cultural characteristics (e.g., risk-taking, 
low power distance, more use of non-verbal means in communication and individualism; see 
Section 2.3.3). The qualitative data analysis suggests that both Eastern and Western cultural 
practices might be influential in the choice and use of Coping-EOCS and Developing-EOCS. 
More detailed descriptions of these cultural influences are presented in the following sections. 
 
Coping-EOCS use in relation to cultural effects 
 
Traditional Eastern culture practices were demonstrated by these Vietnamese participants 
through their choice of the strategies of Appealing to classmates (C1), first language switching 
(C3), repairing (C10) and conversation flow abandonment (C13). 
 
Many of the interviewees preferred to ask Vietnamese classmates for help with their problems 
in English conversation instead of asking teachers (e.g., C1). It seemed that because of the high 
power distance in the relationships between teachers and students in Asian classrooms (Tran et. 
al., 2014), asking or interrupting teachers is considered to be rude, which might lead to students 
preferring to work with fellow students. For example,  
Whenever I suffer any problems in my study, I do not often ask teachers for help, because I feel 
more comfortable to ask classmates. It seems there are some gaps between us and teachers 
(AP06) 
[Bất cứ khi nào gặp khó khăn trong học tập, em thường ít khi nhờ giáo viên, bởi vì em cảm thấy 
nhờ các bạn trong lớp tiện hơn. Dường như em luôn thấy có khoảng cách giữa chúng em và giáo 
viên] 
 
I myself cannot get used to talking naturally and emotionally with teachers.  And I feel that 
sharing or discussing confusing issues with friends or classmates with similar level of 
knowledge will be better for us. Until we can’t solve our issues ourselves, we will ask teachers 
(AP05) 
[Bản thân em không quen trò chuyện thân mật được với giáo viên. Và em cảm thấy chia sẻ hoặc 
bàn luận với các bạn cùng lớp hoặc bạn bè cùng trình độ học vấn sẽ thoải mái hơn. Đến khi 
chúng em không thể giải quyết được khó khăn thì mới nhờ đến giáo viên] 
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Another Eastern cultural practice was demonstrated in their use of first language switching 
(C3). Their dependence on the Vietnamese language was shown by their reliance on both 
Vietnamese classmates and Vietnamese teachers in oral communications. This is possibly a 
result of the culture of collectivism in Asian nations generally, and in Vietnam in particular 
(Hofstede, 1986). The participants’ excerpts were,  
We still use Vietnamese language more than English language, sometimes we chat or joke in 
English…we still feel more comfortable using Vietnamese language, because we can't deny that 
we are learning in Vietnam and we are Vietnamese (AP16). 
[Chúng em vẫn dùng tiếng Việt nhiều hơn tiếng Anh, chỉ thỉnh thoảng chúng em mới trò chuyện 
bằng tiếng Anh...Chúng em vẫn cảm thấy thoải mái hơn khi dùng tiếng Việt, bởi vì chúng em 
không thể phủ nhận một điều là chúng em đang học ở Việt Nam và chúng em là người Việt 
Nam] 
 
One of benefits of learning with Vietnamese teachers is that they can teach us in both English 
and Vietnamese languages as well. (AP05)  
[Một trong lợi thế của việc học với giáo viên Việt Nam là các thầy cô Việt có thể dạy chúng em 
bằng cả tiếng Anh và tiếng Việt nữa] 
 
A unique Eastern cultural practice is face-saving (Burns, 1998; Ellis, 1994; McLean & 
Ransom, 2005). Eastern people have a long tradition of being influenced by the Chinese Tao 
culture. The concept of face plays an important part in the lives of Eastern people. In some 
cases, losing face means losing national image or ideology (McLean & Ransom, 2005; see 
Section 2.3.3). It appears that concern about saving face was expressed in the choice and use of 
Coping-EOCS by interviewees. These interviewees understood that their fear of losing face 
might stop them from communicating naturally with others in English, especially when 
communicating with people from different cultures or when asking for help if they were in 
trouble. Instead, they tend to self-correct their mistakes (e.g., C10), give up on the conversation 
(e.g., C13) or appeal to a sibling or mother for help (e.g., C12) to avoid misunderstanding in 
oral communication. Their explanations were,  
I do not ask other people for help towards my difficulties. Personally, I usually find solutions 
myself to whatever I am bad at (AP04) 
[Em thường ít nhờ người khác giúp đỡ mỗi khi gặp khó khăn. Bản thân em tự tìm cách giải 
quyết cho các vấn đề em còn yếu kém] 
 
I kept quiet and I didn’t mention about that cultural misunderstanding anymore (AP09) 
[Em đã giữ yên lặng và không đề cập đến vấn đề hiểu lầm về văn hóa đó nữa] 
 
When I talked with them (French students) in English, I couldn't communicate naturally as the 
way we often did with other Vietnamese fellows in Vietnamese. I felt reluctant at that time 
…couldn’t keep the conversation for a longer time. (AP16) 
[Khi trò chuyện với họ bằng tiếng Anh (các bạn sinh viên người Pháp), em không thể giao tiếp 
một cách thoải mái, tự nhiên như cách bọn em vẫn nói chuyện bằng tiếng Việt với nhau ý. Lúc 
đó, em đã cản thấy miễn cưỡng, không thoải mái... không thể tiếp tục hội thoại được nữa]  
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In Asian cultures, using non-verbal communication (such as eye contact or body gestures) is 
not common in conversations between two people of different gender (Huynh, 2001; see 
Section 2.3.3). This could be the reason why AP11 was shocked when she first used non-verbal 
support strategy. AP11 said,  
Personally, when communicating verbally with foreigners, I felt a bit shocked or embarrassed 
because they often used direct eye contact that our Asian people don't get used to. At first time 
of talking with him (the foreign teacher), I was shocked for some seconds when having eye 
contact with him (AP11)  
[Cá nhân em khi trò chuyện với người nước ngoài, em cảm thấy hơi xấu hổ và choáng vì họ 
thường nhìn thẳng vào mắt em, việc này người châu Á không quen. Lúc nói chuyện với thầy 
giáo(người nước ngoài đó), em bị choáng vài giây khi bắt gặp ánh mắt của thầy] 
 
 
The Western cultural experiences of the interviewees were reflected in their choice and use of 
Coping-EOCS: appealing to teachers (C4), self-belief (C7), non-verbal support (C8), repairing 
(C10) and shortening physical distance (C14). 
 
The literature review has distinguished the Western risk-taking culture from Eastern face-
keeping culture (see Section 2.3.3). Overcoming the fear of losing face, some participants were 
likely to ask foreign teachers for corrections to their English communication mistakes (e.g., the 
choice of C10). For instance, the participant AP05 said,  
 I attended some speaking evening classes to talk with foreign teachers, so that foreign teachers 
could correct my mistakes in pronunciation, intonation while I was practising English speaking 
with them (AP05) 
[Em tham gia một số lớp học Tiếng Anh giao tiếp vào buổi tối để luyện nói với giáo viên nước 
ngoài, để họ sữa lỗi sai về phát âm, ngữ điệu cho em trong khi em luyện nói tiếng Anh với họ] 
 
In Western cultures, language learners are regarded as active independent learners, while in the 
Eastern culture; language learners are thought to be passive and teacher-dependent (Hofstede, 
1986; see Section 2.3.4). Analysis of the interview data suggests that the use of self-belief (C7) 
and repairing (C10) could be considered the result of exposure to the Western cultural 
practices.  
 
The participants’ use of non-verbal cues (such as eye contact, body gestures and facial 
expressions) to support or to replace verbal communication (e.g., C8 and C11) was possibly 
related to the Western culture in which non-verbal cues are common (Jones, 1995; Hsieh, 2014; 
Le, 2006).  
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Overall, the choice and use of Coping-EOCS was closely related to both their Eastern cultural 
backgrounds and Western cultural adaptations. The following section describes the cultural 
impact on the use of Developing-EOCS. 
 
Developing-EOCS use in relation to cultural effects 
 
The Eastern cultural backgrounds of the interviewees were reflected in their use of five of the 
18 Developing-EOCS: cooperating with Vietnamese classmates (D2), talking aloud (D6), 
English practice with Vietnamese groups (D10), English practice with individual Vietnamese 
(D13) and using English translations of Vietnamese texts (D16). 
 
Vietnamese people are a collectivism culture in which they are more likely to live and work in 
groups, rather than isolating themselves from their social communities. Many of the 
interviewees preferred to cooperate with other classmates or be involved in group work or 
discussion in their academic and social lives (e.g., D2, D10 and D13). The interviewees 
frequently used the subject we instead of subject I, which suggests that they wanted to express 
their opinion on behalf of a group of many other students. The use of subject we is a common 
occurrence in the Asian collectivism culture (Bui, 2009; Huynh, 2001). For instance,  
 We prefer work group projects to other class activities; because we are able get more  
 supportive ideas for our projects and all members can support one another in group. 
 Generally, we do not like individual projects (AP17) 
 [Em thích làm việc nhóm hơn các hoạt động trên lớp khác, vì chúng em sẽ có thể có thêm 
 nhiều ý kiến cho đề tài của chúng em và các thành viên trong nhóm sẽ có thể hỗ trợ nhau nữa.
 Nhìn chung, chúng em không thích làm việc một mình] 
 
 
The culture of Vietnamese native language dependence is possibly related to the choice of the 
strategies D2, D10 and D16. Some interviwees (AP05, AP11 and AP16) explained that they 
would switch to Vietnamese if they had difficulties understanding English. For example,  
In our AP, we still use Vietnamese language more than English; sometimes we chat or joke in 
English. Otherwise, I think that whenever, we talk or communicate or read news or listen to any 
new information, we still feel more comfortable using Vietnamese language, because we can't 
deny that we are learning in Vietnam and we are Vietnamese (AP16) 
[Trên lớp, chúng em vẫn dùng tiếng Việt nhiều hơn tiếng Anh, chỉ thỉnh thoảng trò chuyện hoặc 
tán gẫu bằng tiếng Anh thôi. Dù sao, em cho rằng bất cứ lúc nào, dù trò chuyện hay đọc,  nghe 
tin tức, chúng em vẫn thấy thoải mái khi dùng tiếng Việt, chúng em vẫn không thể phủ nhận 
chúng em đang học ở Việt nam và chúng em là người Việt] 
 
In first year of this AP, I used to take part in the Club of English speaking environment hosted 
by other AP students. I only felt shy and uncomfortable in the first days, after that, I felt more 
confident to communicate, as all members were extremely friendly. In cases, I didn't know how 
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to express my viewpoints in English; they (other Vietnamese members) were ready to help me 
(AP11) 
[Ngay năm đầu tiên của chương trình tiên tiến (CTTT), em đã tham gia vào Câu lạc bộ nói tiếng 
Anh do sinh viên của CTTT lập ra. Em chỉ cảm thấy rụt rè, không tự nhiện trong ngày đầu thôi, 
sau đó thì cảm thấy tự tin hơn trong giao tiếp vì các thành viên khác cực kỳ là thân thiện. Khi 
em không biết cách diễn đạt ý của mình bằng tiếng Anh, các anh chị ấy (những thành viên Việt 
nam khác) đã luôn sẵn sàng giúp đỡ] 
 
 
From the examples discussed by AP11, the effectiveness of the strategy that she used to 
develop her English oral communication skills was possibly influenced by the traditional Asian 
collectivism culture. Specifically, she did not want to be isolated from her community or to 
behave differently by stopping speaking with her friends in English. She said,  
Generally, we do not have many opportunities to practise our English, so we have to create 
 opportunities ourselves, e.g. while chatting with friends, if they use English, I happily turn to  
 English with them. However, we usually suffer some issues from our new habits of chatting 
 in English language. Sometimes, we can not keep this habit when  some surounding people 
 thought that we are showing off or arrogant. (AP11) 
 [Nhìn chung thì chúng em có rất ít cơ hội để luyện nói tiêng Anh, vì thế chúng em phải tự tạo 
 cơ hội. Ví dụ, khi đang nói chuyện phiến với các bạn, nếu các bạn dùng tiếng Anh, em cũng 
 sẵn sàng chuyển sang tiếng Anh. Thỉnh thoảng, chúng em vẫn không thể duy trì thói quen 
 này khi một số người xung quanh cho rằng bọn em thích chơi trội, hoặc thích thể hiện]  
 
 
The primary reason that some participants (e.g., AP15 and AP18) used the strategy of talking 
aloud might originate from the Asian culture of face-saving (see Section 2.3.3). For these 
interviewees, embarrassing experiences in oral communication with foreigners gave them the 
motivation to study more (AP18). For example,  
 After experiencing an oral communication failure with a foreigner, I felt extremely disatisfied 
 with my English proficiency and managed to improve my English oral communication 
 competence myself, at least to learn how to give directions to foreign visitorsto our city (AP18) 
 [Sau thât bại trong giao tiếp với một người nước ngoài, em cảm thấy thất vọng tràn trề về khả 
 năng tiếng Anh của mình và đã quyết định sẽ tự cải thiện kỹ năng giao tiếp tiếng Anh của em, 
 ít nhất là học cách chỉ đường cho du khách nước ngoài đến thăm thành phố của chúng em] 
 
 
Western cultural practices influenced the choice of three specific Developing-EOCS: 
Cooperating with English speakers in classes (D4), accessing online expertise (D9), and 
seeking English speakers in society (D3) 
 
The culture of risk-taking is one of the popular cultural features of Western nations (Hofstede, 
1986; Psaltou-Joycey, 2008; Rubin, 1975). In the current research, some interviewees were 
ready to risk losing face by approaching foreign teachers or international students to 
communicate (e.g., AP04 and AP09) or by asking for help from virtual social experts (AP16), 
or seeking practical opportunities of talking with foreign visitors (AP17).  
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Both the Asian cultural backgrounds of these participants and the Western culture brought to 
them from the TNE APs appear to influence their choice and use of Coping-EOCS and 
Developing-EOCS. The following section further discusses the traditional Eastern teaching and 
learning methods of participants, the newly adapted Western teaching and learning approaches 
in the context of Coping-EOCS and Developing-EOCS.  
 
EOCS use in relation to teaching and learning methods 
 
These research participants have had many opportunities to experience both Eastern and 
Western teaching and learning approaches in their TNE APs. In Asian educational systems, 
language teaching and learning has been characterised by less interrupting teachers, less 
knowledge or experience sharing, grammar-oriented language learning, passive learning 
attitude in class, rote learning method, and teacher-centred activities (Cheng, 2007; Hofstede, 
1986; Mezger, 1992; Nguyen, 2014). 
 
In contrast, in Western educational systems, language teaching and learning commonly features 
more active learning, communicative-oriented language learning, more knowledge and 
experience sharing, and student-centred activities (Chan, 1999; Mezger, 1992; see Section 
2.3.4).  
 
Analysis of the interview data suggested that the use of Coping-EOCS and Developing-EOCS 
is possibly related to the interviewees’ experiences of both Eastern and Western teaching and 
learning approaches.  
 
Coping-EOCS use in relation to effect of teaching and learning methods 
 
The Eastern teaching and learning methods may influence the interviewees’ choices of the 
word-attention (C2), conversation flow abandonment (C13), topic abandonment (C15) and 
message abandonment (C16) strategies, while the Western teaching and learning methods 
could influence the interviewees’ choices of the appealing to teachers (C3), fluency-focusing 
(C5), paraphrasing or using synonyms (C6), self-belief (C7), and technology-supporting (C9) 
strategies 
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The word-attention strategy (C2) that 11 of the 20 participants used is more closely connected 
with traditional Asian language teaching and learning methods. The most popular methods of 
teaching English as a foreign language in Asian countries focus on developing English 
grammar and sentence structures rather than on oral communication practices (Wong, 2004; 
Section 2.3.4). Findings from the current study confirm this because it appears that a majority 
of the interviewees paid more attention to sentence structures and word meanings to cope with 
their difficulties in English conversation. Their choices of strategies C13, C15 and C16 are 
possibly due to the passive learning methods of these Asian learners, because they still 
depended on the teachers most of time, rather than solved problems themselves.   
 
In contrast, by using strategies C6, C7 and C9, participants showed their willingness to self-
solve their problems. Analysis of the interview data also showed that focusing on 
communication fluency (e.g., pronunciation and intonation) during conversations is closely 
related to the communication-focused approach to language learning in Western education.  
 
Developing-EOCS use in relation to effect of teaching and learning methods 
 
The use of several Developing-EOCS – talking aloud (D6), rote vocabulary learning (D11) and 
imitating English speech (D14) – appears to be affected by the language teaching and learning 
methods of Asian educational systems. The use of other Developing-EOCS– sharing language 
learning experiences (D7), seeking English speakers in society (D3), English pactice with 
individual Vietnamese (D13) and reacting in English (D12) appears to be affected by the 
Western language teaching and learning methods of Western educational systems.  
 
By using the strategy D6, the participants explained that they never or almost never shared their 
learning experiences with other classmates or teachers. This finding was consistent with Tran et 
al.’s (2014) investigations of Eastern educational environments in which competitiveness is 
important and students do not have a habit of sharing knowledge or learning experiences with 
other classmates. Their unwillingness for learning experience sharing were,  
Personally, I haven't shared my experiences with others, because I think that each person has 
his/her own strategies to self-improvement; and the strategies which are very effective for me 
may be not suitable or effective for others (AP13) 
[Bản thân em chưa từng chia sẻ kinh nghiệm học tập với các bạn khác vì em cho rằng mỗi 
người đều có phương pháp học riêng để tự trau dồi, và phương pháp học mà có thể rất có hiệu 
quả với em nhưng chưa chắc đã phù hợp hoặc có hiệu quả với người khác] 
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I myself think that my English ability is relatively good enough, at reasonable level, but I am 
not sure whether my English level is higher than other classmates of this AP or not, or whether 
my learning strategies are suitable for others or not. Therefore, I did not share my experiences 
actively, unless others ask me to.....In class, I had almost no sharing of learning strategies with 
teachers or classmates , because none of them ask me for help or ask me to share my experience 
with.(AP09)  
 [Em bản thân cho rằng khả năng tiếng Anh của em khá là tốt rồi, đạt được mức độ chấp nhận 
 được, nhưng em không biết liệu trình độ tiếng Anh của em có cao hơn so với các bạn khác 
 của chương trình tiên tiến hay không. Vì thế em không bao giờ chủ động chia sẻ kinh nghiệm 
 học với các bạn khác, trừ khi các bạn ý hỏi em...Ở lớp, em hầu như chưa bao giờ chia sẻ kinh 
 nghiệm học tập với giáo viên hoặc bạn học cả, bởi vì chả ai hỏi em hoặc nhờ em giúp họ cả] 
 
Eastern English teaching and learning methods appeared to influence the participants’ use of 
strategies D11 and D14. For example,  
 While chatting with them (my Vietnamese friends studying overseas) online in English, they 
 correct my grammar mistakes most of time, not pronunciation mistakes. (AP11) 
 [Trong khi trò chuyện cùng họ trên mạng (các bạn của tôi đang học ở nước ngoài), thì các bạn 
 ấy cũng chỉ sửa lỗi ngữ pháp cho tôi thôi, chứ không sửa lỗi phát âm] 
 
 I usually tried to memorise the content of my presentation in advance, so that I felt more 
 confident in class presentation (AP05) 
 [Tôi thường cố gắng thuộc lòng nội dung bài thuyết trình của mình trước, có như vậy tôi mới 
 tự tin hơn khi thuyết trình trên lơp] 
 
 
However, the influence of Western teaching and learning approaches was also evident. For 
example, they actively organised “a foreign visitor hunting activity” for TNE AP students to 
create practical opportunities for speaking English in social situations (e.g., AP18), asking 
online people to comment or make suggestions for her English writing pieces  (e.g., AP04 and 
AP16) or talking with foreigners in a cafe (AP17). AP11 was found to actively change her ways 
of presenting in class. For instance,  
I saw that prior to class presentation, most of my classmates wrote down precisely what they 
were going to present and learnt by heart. Initially, I also did like them, but then I found out that 
it was more like reading out my memory, rather than presenting professionally. Gradually,  I 
changed my strategies of presentation. Prior to presentation session, I only took notes of key 
words, related phrases then I presented basing on these key words and notes (AP11) 
[Em nhận thấy trước khi làm bài thuyết trình trước lớp, hầu hết các bạn lớp em đều viết chi tiết 
nội dung các bạn ý sẽ nói và học thuộc lòng nội dung đó. Ban đầy, em cũng làm như các bạn ý, 
nhưng sau đó em nhận thấy như thế chẳng khác nào là nói vẹt, chứ không phải là thuyết trình 
một cách chuyên nghiệp. Dần dần, em đã thay đổi cách trình bày bài thuyết trình của em. Trước 
mỗi bài thuyết trình, em chỉ ghi chú hoặc viết ra những từ, cụm quan trọng có liên quan đến bài 
thuyết trình, rồi em dựa vào đó để nói ạ] 
 
Finally, the use of preparing in advance for academic activity and attending international 
conference strategies were regarded as an effect of the active Western teaching and learning 
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methods, in which learners were more pro-active in achieving their study goals or their study 
choice. For instance,  
We have to self-study at home lots because in class, teachers, both Vietnamese and 
 foreigners, cannot cover all teaching content (AP16) 
 [Bọn em phải tự học tại nhà rất nhiều vì trên lớp các thầy cô, cả giáo viên Việt và nước ngoài, 
 không thể truyền tải hết được toàn bộ nội dung bài giảng] 
 
 I often find information from websites about international conferences hosted in different 
 universities. I only choose to participate the ones that are suitable for my concerns or my 
 timetable (AP04)  
 [Em thường tìm hiểu thông tin về hội thảo quốc do các trường đại học tổ chức thông báo rộng 
 rãi trên các trang web. Nhưng em chỉ chọn tham gia những cái nào phù hợp với quan tâm và 
 thời khóa biểu của em thôi] 
 
 Usually, when teachers sent us slides in advance, I tried to look up new words in dictionary at 
 home before class, then when teachers gave lectures, I could understand the lecture content ... 
 I had to prepare well about our lessons before class (AP13) 
 [Thường thì khi giáo viên gửi slides bài học trước cho tụi em, em cố gắng tra từ mới trên từ 
 điển trước khi đến lớp, để khi thầy cô giảng, mình còn hiểu được nội dung bài giảng chứ...Em 
 phải chuẩn bị tốt bài trước khi đến lớp]  
 
 
Generally, the differences in Eastern and Western language teaching and learning methods 
appear to differently affect the selection of Coping-EOCS and Developing EOCS. The 
following section explores the influence of educational context on the use of Coping-EOCS and 
Developing-EOCS. 
 
EOCS use in relation to educational settings 
 
Researchers have confirmed the close relationship between language learning strategy use and 
the educational learning context where the language learning takes place (Gardner, 1985; Rubin, 
1985). Similarly, Psaltou-Joycey (2008) found that educational contexts are connected with the 
choice of language learning strategies of language learners within these contexts.  
 
In the current research, interviewees were purposefully selected from three universities: two 
universities (Foreign Trade University and National Economic University) located in the Hanoi 
city center and one university (Hanoi Agriculture Univeristy) located in a suburban area of 
Northern Vietnam. Analysis of the interview data revealed that the choices of Coping-EOCS 
and Developing-EOCS were different between participants from different universities.  
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Participants were undertaking three different majors in these three universities. Therefore, the 
influences of university on the choice of EOCS can be inferred from the relationships between 
academic majors and the choice and use of Coping-EOCS and Developing-EOCS discussed in 
Section 4.3.6.3. For instance, the Finance majors were from the National Economics 
University, and the choice and use of the Coping-EOCS and Developing-EOCS of Finance 
students are therefore the same as those ofNational Economics University interviewees. The 
relationships between academic major and the use of Coping-EOCS and Developing-EOCS are 
the same as those for university context.  
 
Analysis of the interview data suggests that the locations of these universities is related to some 
Developing-EOCS such as seeking English speakers in society (D3), and attending 
international conferences (D8) in which participants attempted to develop their English oral 
communication skills by approaching native speakers of English in social environments. 
 
In the current research, the Hanoi Agriculture University was located in a suburb of Hanoi. 
Therefore, participants from Hanoi Agriculture University did not have many opportunities to 
attend international conferences, although they wished to. The participants said,  
Generally, our university is located too far from Hanoi centre; there are not many  international 
or internal conferences or workshop here. Sometimes, some foreign teaching staff comes to teach 
us or give a talk on the university function or conference room, I often tried to attend to listen to 
what they talked about (AP13-from Hanoi Agriculture University) 
 [Nhìn chung, trường đại học của chúng em ở xa trung tâm Hà Nội quá, nên không có nhiều 
 hội thảo quốc tế hoặc hội thảo trong nước diễn ra ở đây. Thỉnh thoảng, chỉ có các thầy cô giáo 
 nước ngoài về dạy chúng em và có tổ chức trò chuyện trong phòng hội nghị của trường, em 
 thường cố gắng đến nghe xem họ nói gi](AP013- từ trường Đại Học Nông Nghiệp Hà Nội)  
 
 I usually search information from websites about international conferences hosted in different 
 educational institutions...From my understanding, my university (National Economic 
University) hasn’t hosted many  international conferences for students in our current AP, and 
most of conferences are hosted for students of other local faculties (AP04- from National 
Economic University)  
 [Em thường tìm kiếm thông tin trên các trang web về các hội thảo quốc tế do các trường đại 
 cơ sở giáo dục khác nhau đăng cai... Theo em được biết, thì trường Đại học em đang học (Đại 
 học kinh tế Quốc dân) ít khi tổ chức hội thảo quốc tế cho sinh viên của chương trình tiên tiến, 
 mà chủ yếu tổ chức cho sinh viên của các khoa khác trong trường] 
 
I knew about this project (the "Growing green " project written in English), because it has been 
shared for public in face book  and website of our university. As you see, FTU is the most well-
known by frequent hosting international and national social activities and events. Therefore, 
FTU students are often more dynamic and active than students from other universities within 
Hanoi city (AP17- from Foreign Trade University).  
[Em biết về dự án này ( dự án "Phủ xanh" viết bằng tiếng Anh), vì nó được chia sẻ trên mạng xã 
hội Facebook và trang web của trường đại học. Như chị cũng biết, Đại học Ngoại Thương luôn 
nổi tiếng về tổ chức các hoạt động, sự kiện xã hội trong và ngoài nước mà. Vì thế, sinh viên Đại 
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học Ngoại Thương bao giờ cũng năng động và chủ động hơn các sinh viên đến từ các trường đại 
học khác ở Hà Nội] 
 
 
Six out of 12 participants who used the D3 strategy were from the two universities located in 
the city centre of Hanoi: National Economics University (AP04 and AP05), or Foreign Trade 
University (AP02, AP08 and AP15; see Table 4.27). University location is one of the 
limitations of this strategy use by the respondents. For example,   
 Sometimes, I travelled to Hanoi centre (about 30 kms) to talk with foreign visitors. Talking 
 with foreigners makes me more confident in English communication (AP18- HAU).  
 [Thỉnh thoảng em có đi xe buýt vào trung tâm Hà Nội (khoảng 30 km) để trò chuyện với các 
 du khách người nước ngoài. Trò chuyện với người nước ngoài giúp em thấy tự tin hơn trong 
 giao tiếp bằng tiếng Anh] 
 
It can be concluded that the educational location is closely related to the choice and use of 
Developing-EOCS.  For example, compared with TNE AP students from the Foreign Trade 
University and National Economic University located in Hanoi centre, TNE AP students from 
the Hanoi Agricultural University located in the suburban of Hanoi city tended to use less 
Developing-EOCS involving with English-native speakers (e.g., seeking English speakers in 
society and attending international conferences).  
 
4.3.7. Summary of qualitative phase findings 
 
This section summarises the findings of the qualitative phase of the current research to give 
answers to research questions 1 and 2, which included four sub-questions 1a, 1b, 2a and 2b.  
 
Regarding the sub- research question 1a, analysis of the interview data (N = 20) identified a 
total of 17 specific Coping-EOCS that participants had used to deal with their difficulties in 
communication with peers in English. The most commonly used strategies were appealing to 
classmates, word-attention and first language switching. These were followed by the strategies 
of appealing to teachers, fluency-focusing, paraphrasing or using synonyms and self-belief 
strategies. In contrast, the least preferred strategies by these participants included message 
abandonment, topic abandonment, time–gaining, and shortening physical distance.   
 
Regarding the sub-research questions 1b, analysis of the interview data revealed that the use of 
Coping-EOCS was related to gender, English proficiency levels, Motivational orientation, 
 ------------------------------------------ 
235 
  
Asian and Western cultural effects, Asian language teaching and learning methods, academic 
major and educational location of the participants.  
 
Both male and female interviewees preferred to use the Coping-EOCs of Word-attention and 
first language switching. The most commonly used strategies by female participants were 
appealing to classmates, appealing to teachers, and technology supporting strategies. The most 
commonly used strategies by male participants were non-verbal replacement and self-belief 
strategies.  
 
Interviewees of higher English proficiency levels commonly used the Coping-EOCS of 
appealing to teachers, paraphrasing or using synonyms, and non-verbal support. It appears that 
these strategies are closely related to Western teaching and learning approaches, in which 
learners are more active in their learning process.  Interviewees of lower English proficiency 
levels tended to use word-attention and first language-switching strategies, which are 
associated with Eastern language teaching and learning methods. Both groups of interviewees 
used appealing to classmates and self-belief strategies. 
 
In relation to Coping-EOCS use and motivational orientation, there were nine common 
motivational orientations given for the choice of undertaking the TNE APs. The most common 
motivational orientations were: English competence orientation, travelling abroad orientation, 
and Western-educational orientation. These were followed by the qualifications orientation 
and employability orientation. The least common motivational orientations were personal 
interest orientation (e.g., impressive names of the TNE APs, desire for different learning styles) 
and educational-environment orientation (e.g., learning with other outstanding students). A 
detailed study of two interviewees indicated a connection between Coping-EOCS use and 
motivational orientaiton types; the more motivated the interviewees were, the more types of 
Coping-EOCS they tended to use.  
 
Comparing the Coping-EOCS use by academic majors of participants, appealing to classmates 
was the most commonly used strategy by participants of all three majors. Apart from this 
strategy, the most preferred strategies by International Business Administration majors were 
appealing to teachers, fluency-focusing, paraphrasing or using synonyms and non-verbal 
support. The most popular strategies for Crop Science majors were word-attention, first 
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language switching, self-belief and repairing. The most frequently used strategies by Finance 
majors were first language swiching, self-belief and appealing to relatives. 
 
There were some possible associations between the choice and use of Coping-EOCS and Asian 
cultural background and Western cultural practices. The Eastern cultural characteristics of the 
interviewees included face saving, high power distance, family orientation and collectivism and 
were reflected in their choice and use of the Coping-EOCS of appealing to classmates, 
appealing to relatives, first language switching and conversational flow abandonment. In 
contrast, Western cultural practices such as risk-taking, low power distance, individualism and 
more use of non-verbal means in communicationwere reflected in the use of the Coping-EOCS 
of appealing to teachers, self-belief, non-verbal support and repairing. 
 
Eastern teaching and learning methods may influence the interviewees’ choices of the word-
attention, conversation flow abandonment, topic abandonment and message abandonment 
strategies. Western teaching and learning methods could influence the interviewees’ choices of 
the fluency-focusing, paraphrasing or using synonyms, self-belief and technology-supporting 
strategies. 
 
In relation to the sub-research question 2a, the analysis of the interview data identified 18 
Developing-EOCS to develop their speaking and listening competence. The most commonly 
selected Developing-EOCS were preparing in advance for academic activity, cooperating with 
Vietnamese classmates and seeking English speakers in society. These were followed by the 
cooperating with English speakers in classes, accessing English media sources, talking aloud, 
and sharing language learning experiences strategies. The least commonly used Developing-
EOCS were listening to recordings of native English speakers, learning English culture, and 
using English translations of Vietnamese texts strategies. 
 
Regarding the sub-research question 2b, analysis of the the interview data showed that 
Developing-EOCS use was related to gender, English proficiency levels, Eastern cultural and 
Western cultural features, Asian and Western language teaching and learning method and the 
educational locations where participants were undertaking the TNE APs.  
 
Considering the Developing-EOCS use in relation to gender of participants, both female and 
male respondents were found to use the strategies of preparing in advance for academic 
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activity, cooperating with English speakers in classes and accessing English media sources. 
The most commonly used Developing-EOCS by females were cooperating with Vietnamese 
classmates, seeking Enlgish speakers in society and sharing language learning experiences. 
The most commonly used Developing-EOCS by males were talking aloud, accessing online 
expertise, and rote vocabulary learning. 
 
Interviewees with higher English proficiency levels commonly used the strategies of 
cooperating with English speakers in classes, and talking aloud. Interviewees with lower 
English proficiency levels preferred the strategies of sharing language learning experiences, 
English practice with Vietnamese groups, and rote vocabulary learning. Interestingly,  
interviewees most commonly used the strategies of preparing in advance for academic activity, 
cooperating with Vietnamese classmates, and cooperating with English speakers in classes.  
 
There are two differences in the choice of Developing-EOCS across three majors. The first 
difference is that Crop Science students tended to choose strategies related to engaging with 
fellow students to develop their English oral communication skills (e.g., sharing language 
learning experiences and English practice with Vietnamese groups), while International 
Business Administration students and Finance students attempted to find opportunities of 
interacting directly with English native speakers to develop their English competence (e.g., 
seeking English speakers in society, imitating English speech, and learning English culture 
strategies).  Another difference is that Crop Science students used more strategies in which 
cooperation is required between communicators (e.g., cooperating with Vietnamese classmates, 
cooperating with English speakers in classes, sharing language learning experiences, and 
accessing online expertise). International Business Administration students and Finance 
students tended to choose strategies of self-determination (e.g., preparting in advance for 
academic activity and talking aloud). Overall, there are some differences in the choice and use 
of the Developing-EOCS between Crop Science students and International Business 
Administration students, between Crop Science students and Finance students, but there is not 
much difference in the choice and use of Developing-EOCS between International Business 
Administration students and Finance students.  
 
The interview data revealed that the Eastern cultural backgrounds (e.g., Asian collectivism, 
face-saving culture and native language dependence) of Vietnamese participants were evident 
in their employment of some Developing-EOCS: cooperating with Vietnamese classmates, 
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talking aloud, English practice in Vietnamese groups, English practice with individual 
Vietnamese, and using English translations of Vietnamese texts. The strategies that possibly 
reflect Western cultural characteristics (e.g., Western individualism and risk-taking culture) 
were: cooperating with English speakers in classes, accessing online expertise, and seeking 
English speakers in society. 
 
The use of some Developing-EOCS – talking aloud, rote vocabulary learning, and imitating 
English speech – reflected the Eastern language teaching and learning methods of Asian 
educational systems. The use of other Developing-EOCS – sharing language learning 
experiences, seeking English speakers in society, and reacting in English- was expressions of 
the Western language teaching and learning methods of the Western educational system that 
these learners have had opportunities to adopt in their TNE APs. 
 
Finally, the university location related to the choice and use of some Developing-EOCS – 
seeking English speakers in society, and attending international conferences – reported by 
these participants.  
 
Generally, the interview data of the qualitative phase revealed that the use of Coping-EOCS 
and Developing-EOCS by the 20 interviewees were influenced by gender, cutural backgrounds 
and experiences, English proficiency level, academic major, and univeristy educational 
contexts.  
 
4.4. Summary 
 
This chapter presents the findings of the analysis of data collected during both the quantitative 
phase and the qualitative phase of the current research to answer research questions.   
 
In the analysis of the quantitative data (N = 333), 17 Coping-EOCS were used by Vietnamese 
students to cope with their oral communication problems in four TNE APs in three universities 
in Vietnam. These Coping-EOCS formed four groups: Reduction Speaking Strategies, 
Achievement Speaking Strategies, Reduction Listening Strategies and Achievement Listening 
Strategies.  The analysis identified relationships between the use of these Coping-EOCS and 
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motivation, English language proficiency levels, academic majors and university context of the 
participants.  
 
Findings of the qualitative phase (N = 20) identified 17 Coping-EOCS and 18 Developing-
EOCS that were used by Vietnamese students in three TNE APs in three universities in 
Vietnamto either deal with oral communication problems in conversations in English or to 
develop their English oral communication compentence. There were associations between the 
use of both Coping-EOCS and Developing-EOCS and gender, English proficiency level, 
cultural background, academic major and educational location.  
 
The following chapter will integrate the findings of these two phases of the current research and 
discuss the research findings with findings of other researchers reviewed in the literature review 
in Chapter 2.  
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Chapter 5: Discussion 
_________________________________________________ 
 
5.1. Introduction 
 
The current research was undertaken to explore the types of English Oral Communication 
Strategies (EOCS) used by Vietnamese students and the factors affecting the use of these 
strategies in the Vietnamese Transnational Education Advanced Programs (TNE APs) context. 
The two research questions, including four the sub-questions, were answered from the factor 
structures underlying the quantitative analysis of the questionnaire data (N = 333) and the 
themes emerging from the qualitative analysis of the individual interviews (N = 20).  
 
This chapter describes the key findings of the research using triangulation of evidences from 
different data sources to enhance the accuracy of the study. This chapter includes an integration 
of the findings of the quantitative and qualitative phases of the study that were presented 
separately in the previous chapters, and presents a discussion of the research findings with 
reference to other studies in the literature.  
 
In this chapter, a number of the qualitative interview quotes will be presented in the form of an 
English translation of the original interview transcripts because these have been quoted both in 
Vietnamese and as an English translation in the qualitative phase findings in the Chapter 4. For 
new interview quotes, both the Vietnamese transcripts and the English translations will be used.  
 
The chapter structure is based on the two research questions. The chapter begins with answers 
to Research question 1; Section 5.2 presents the findings of sub-question 1a and Section 5.3 
presents the findings of the sub-question 1b. These are followed by answers to Research 
question 2; Section 5.4 presents the findings of sub-question 2a and Section 5.5 presents the 
findings of sub-question 2b. The chapter concludes with a summary of the significant 
contributions of the current research in Section 5.6.  
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5.2. What strategies do Vietnamese students in the TNE APs use to 
cope with the problems they encounter in their English oral 
communication? 
 
Coping-EOCS are defined as language tools used by language learners to solve oral 
communication problems resulting from inter-language deficiencies (Dörnyei & Scott, 1997). 
Research question 1 focused on discovering the types of EOCS that Vietnamese students of the 
TNE APs use to solve problems in their English oral communication with other interlocutors: 
the Coping-EOCS and the factors influencing the use of the Coping-EOCS. In this section, 
findings of the quantitative and qualitative phases are integrated and discussed with reference to 
the findings of other research in the literature to answer sub-question 1a: What strategies do 
Vietnamese students of the TNE APs in Vietnam use to cope with the problems they encounter 
in their English oral communication? 
 
5.2.1. Coping-EOCS used by language learners 
 
The quantitative phase results identified 17 Coping-EOCS from the loaded items from the 
factor analysis, and the qualitative phase results identified 17 Coping-EOCS used by the 
interviewees. Because there are similarities and differences in the Coping-EOCS identified 
from the two phases, the integration resulted in the identification of 19 Coping-EOCS in the 
current research (see Table 5.1 below). 
 
Twelve of the Coping-EOCS identified from the quantitative phase (C1, C2, C3, C4, C5, C7, 
C10, C11, C12, C13, C14 and C15) overlapped with 15 of the Coping-EOCS reported in the 
qualitative interviews. The appealing for help strategy (C2) identified from the quantitative 
analysis incorporates three of the Coping-EOCSreported in the qualitative interviews 
(appealing to classmates, appealing to teachers and appealing to relatives) because the 
interviewees specified different subjects who they preferred to ask for assistance. The 
conversation abandonment strategy (C5) identified from the quantitative analysis is similar to 
both the conversation topic abandonment and the conversation flow abandonment strategies 
reported in the qualitative interviews, both of which are important aspects of conversation. 
 
According to Færch and Kasper (1984), language learners use clarification strategy by 
requesting repetition, paraphrasing or using synonyms to make their meaning or message 
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understandable to other interlocutors. Therefore, the paraphrasing or using synonyms strategy 
identified from the qualitative analysis can be combined with the clarification strategy (C10) 
identified from the quantitative analysis.  
 
Table 5.1 
Exploration of Coping-EOCS in the Current Research 
 
No Coping-EOCS 
category 
Coping-EOCS  
  Quantitative findings (N = 333) Qualitative findings (N = 20) 
C1 Reduction Speaking 
and Listening 
Strategies   
 
Word-attention Word-attention 
C2 Appealing for help Appealing to classmates  
Appealing to teachers 
Appealing to relatives  
C3 First language switching First language switching 
C4 Message abandonment Message abandonment 
C5 Conversation abandonment Conversation flow abandonment 
Conversation topic abandonment 
C6  Message reduction  
C7   Non-verbal replacement  Non-verbal replacement 
C8  Focusing on grammar  
C9  Thinking in English   
C10 Achievement Speaking 
and Listening 
Strategies   
 
Clarification (paraphrasing, using 
synonyms, questioning) 
Paraphrasing or using synonyms 
C11  Non-verbal support Non-verbal support 
C12 Repairing  Repairing   
C13 Fluency-focusing (pronunciation, 
intonation, rhythm) 
Fluency-focusing  
C14 Time gaining Time gaining 
C15 Self-belief  Self-belief     
C16 Risk-taking   
C17 Focusing on conversation flow  
C18   Shortening physical distance  
C19   Technology-supporting 
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Five Coping-EOCS (C6, C8, C9, C16 and C17) were identified from the quantitative analysis 
but were not reported by the qualitative phase participants. There are two possible explanations 
for this: (i) the sample of 20 interviewees did not report these strategies in the interview 
because they had not used these strategies to cope with their English oral communication 
problems and (ii) these 20 interviewees had reported the use of these strategies in the 
quantitative questionnaire but they did not mention them during the qualitative interview. 
 
Two Coping-EOCS (shortening physical distance- C18 and technology-supporting- C19) were 
reported in the qualitative interview only. This confirms the fact that the qualitative data 
provides rich data to support quantitative data in mixed method research (Creswell, 2009, 
2013).  
 
In the literature, a great number of researchers and scholars have focused on exploring popular 
types of Coping-OCS in general, and Coping-EOCS in various language learning contexts in 
particular (e.g., the EFL and ESL contexts; Bialystok, 1990; Dörnyei & Scott, 1997; Færch & 
Kasper, 1983; Tarone, 1984). The current research findings of the Coping-EOCS used by 
Vietnamese learners have contributed to this research area within the special educational 
context of English-medium TNE APs in an EFL context, in all three ways- confirming some of 
what were previously reported in the literature; qualifying other aspects; and contributing new 
knowledge in the form of new Coping-EOCS.  
 
The comparison between the research findings of the 19 Coping-EOCS and the findings of 
Coping-EOCS previously recognised in the literature is discussed in three groups: Group 1 is 
the Coping-EOCS that are consistent with the previous findings of Coping-EOCS in the 
literature; Group 2 is the Coping-EOCS that are partly consistent with the literature and Group 
3 is the Coping-EOCS that are newly identified in the current research.  
 
Group 1 – Coping-EOCS consistent with the literature 
 
Nine of the 19 Coping-EOCSused by the Vietnamese participants to solve their oral 
communication problems with peers in English are consistent with the Coping-EOCS 
recognisedin the literature. These Coping-EOCS are word-attention, message abandonment, 
conversation abandonment, message reduction, thinking in English, time gaining, clarification, 
risk-taking and focusing on conversation flow (see Table 5.1 above). 
 ------------------------------------------ 
244 
  
 
The identification of the word-attention strategy in the current research is consistent with the 
use of all-purpose words strategy identified by Dörnyei (1995), Rababah (2001) and Rubin 
(1981), and is consistent with the word utilisation approach strategy identified by Cheng 
(2007). Rababah (2001) noted that second language learners tend to use all-purpose words to 
avoid difficulties or mistakes in oral communication. Nakatani (2006) found that the word-
oriented strategy was used by EFL learners in a Japanese educational context. According to 
Cheng (2007), the use of the same or familiar words over time in oral communication was more 
likely to stem from the rote learning methods of the Asian educational system.  
 
Similarly, the identification of the clarification strategy, which includes paraphrasing, using 
synonyms, giving examples or repeating for further explanation, is consistent with the 
paraphrasing strategy identified by Bialystok (1990), Færch and Kasper (1983), Rubin (1981), 
Varadi (1980), and Willems (1987); the clarification strategy identified by Færch and Kasper 
(1983) and Rubin (1981); and the using synonyms strategy identified by Oxford (1990), 
Rababah (2001) and Rubin (1981).  
 
The participants reported using the message abandonment and conversation flow abandonment 
strategies when they experienced English language difficulties. The use of these two strategies 
is consistent with the message abandonment strategy identified by Dörnyei (1995), Færch and 
Kasper (1983), Rababah (2001), Tarone (1984), and Willems (1987). When referring to the use 
of the message abandonment strategy, Tarone (1984) explained that this occurs when a 
language learner begins talking about a concept, but is not capable of continuing and stop 
stalking mid-interaction. Similarly, Rababah (2001) explained that during a conversation with 
native speakers of a language, a second or foreign language learner may choose to discontinue 
a sentence because of his or her second or foreign language vocabulary deficiency.  
 
In relation to the topic abandonment strategy, researchers have found that whenever language 
learners have difficulties with a topic or suffer difficulties in using the language structures of 
the target language, they tend to reduce the message or avoid mentioning or dealing with the 
topic or language structure (Dörnyei, 1995; Rababah, 2001). In the current research, 
interviewee AP09 decided to use the topic abandonment strategy (e.g., he said, “I didn't 
mention about that sensitive topic anymore”) after experiencing an extremely embarrassing 
situation in a conversation with native speakers of English.  
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The identification of the thinking in English strategy in the quantitative analysis (e.g., I think 
first of a sentence I already know in English and then try to change it to fit the situation – Item 
S2) is consistent with the attempt to think in English strategy identified by Nakatani (2006).  
The identification of the time gaining strategy in the current research is consistent with Rubin’s 
(1981) identification of the silence, hesitation strategy and Nakatani’s (2006) investigation of 
time gaining strategy. Nakatani (2006) found that her language learners take time so that they 
do not convey “inappropriate messages to their interlocutors” (p. 155). 
 
From their use of the risk-taking strategy, the research participants showed their willingness to 
use English in oral communication and risk-taking behaviour (e.g., I don’t mind taking risks 
even though I might make mistakes – Item S25). This finding is consistent with that of 
Nakatani (2006) who reported that her Japanese EFL learners were willing to take the risk of 
making mistakes in using English to communicate with other people (Nakatani, 2006).  
 
The research participants reported using the focusing on conversation flow strategy by guessing 
or focusing on emphasised words or phrases, or by catching the main point of the speaker’s 
words to better understand the conveyed message, to achieve communication goals. This 
finding is consistent with Dörnyei and Scott’s (1997) identification of the guessing strategy and 
Nakatani’s (2006) identification of the getting the gist strategy in which language learners 
consider the communication contexts and the speaker’s speech to understand the transferred 
message.  
 
Overall, the nine Coping-EOCS identified in the current research are consistent with the 
findings of a number of studies in the literature review, even though some of the names of 
strategies may be different. The next section discusses EOCS strategies that are similar but 
somewhat different from previously recognised Coping-EOCS.  
 
Group 2 – Coping-EOCS partially consistent with the literature  
 
Seven Coping-EOCS identified in the current research – appealing for help, first language 
switching, non-verbal replacement, non-verbal support, repairing, fluency-focusing and self-
belief – were found to be partially consistent with the Coping-EOCS identified by previous 
researchers.  
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The finding that the appealing for help strategy is used by the quantitative participants and that 
three sub-classes (appealing to classmates, appealing to teachers and appealing to relatives) 
are used by the interviewees is partially consistent with the identification of the appealing for 
help and asking for assistance strategies by other researchers (Oxford, 1990; Rababah, 2001, 
Rubin, 1981; Tarone, 1984; Willems, 1987). The first difference is related tothe subjects of 
assistance. Most of the qualitative participants in the present study reported that classmates 
were their first choice for clarification or further explanation, rather than teachers, when using 
this strategy. Even when the interviewees decided to ask teachers for clarification or repairing, 
most preferred to ask foreign teachers rather than Vietnamese teachers. They explained that 
they did not feel comfortable asking for help from teachers who have a higher social position 
than them (e.g., AP08; see Section 4.3.3 for quotes), or that the physical distance between 
Vietnamese teachers and students stops them from approaching their teachers for help. This 
relates to the typical classroom arrangement in Vietnam, where students sit at long tables in 
rows facing a blackboard with a teacher’s desk nearby. Vietnamese teachers usually sit on chair 
or stand in front of the class during lectures (Nguyen et al., 2014).  
 
The second difference is the timing of strategy use. When asking Vietnamese teachers for 
assistance with their problems, the participants preferred to either send an email or meet 
teachers after class time rather than interrupting teachers in class (e.g., AP06 and AP09). It 
appears that these participants are influenced by the traditional Eastern teaching and learning 
methods in which there is a gap in the relationship between teachers and students in 
classrooms, and asking teachers for help during lectures is not encouraged (Le, 2011; Nguyen 
et al., 2014), possibly because the students are aware of the teachers need to cover the 
curriculum and they do not want to appear disrespectful.  According to Pham (2009), one of the 
serious problems in Vietnamese education is that heavy teaching workloads often make 
Vietnamese teachers feel stressed, reduce their creativity and limit their availability to answer 
student’s questions. This suggests a need to improve the interaction and cooperation between 
teachers and students in the TNE APs by changing the classroom arrangement, reducing the 
teaching content or including student questions in the program syllabus. This will allow 
Vietnamese students and teachers to take advantage of such a relationship in the development 
of language learning strategies to overcome their English oral communication problems. In 
contrast, participants of other studies were found to approach native speakers of a language for 
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help directly and immediately when they experienced the oral communication problems 
(Oxford, 1990; Rababah, 2001; Rubin, 1981; Tarone, 1984; Willems, 1987).  
 
In the current research, participants of both the quantitative and qualitative phases reported 
using their native language in the first language switching strategy to translate or to clarify the 
intended message between two interlocutors who shared the same mother tongue (e.g., “I think 
first of what I want to say in my native language and then construct the English sentence” – 
Item S1; “When I did not understand what she was talking in English, she was willing to 
explain in Vietnamese for me” – Interviewee AP02). This finding is partially consistent with 
the code-switching strategy identified by Dörnyei (1995), Færch& Kasper (1983), and Willems 
(1987) the language switching strategy identified by Bialystok (1983) andTarone (1984); and 
the L1 – appeal for help strategy identified by Rababah (2001). The difference is that the 
language users in the other studies used the language switch strategy to solve their problems in 
conversation with native speakers of English (e.g., Bialystok, 1983; Dörnyei, 1995; Færch & 
Kasper, 1983). Therefore, the question of whether or not the native speakers of English 
understood the message that the speakers were trying to convey in his or her mother tonguehas 
not yet been investigated. In the present study, the strategy was used by two EFL learners, who 
had the samefirst language and similar cultural backgrounds. Consequently, the two 
communicators successfully transferred their messages and their oral communication goals 
were achieved through the use of their first language.  
 
Nakatani (2006) referred to the strategy of using the mother language as the less active listener 
strategy. She argued that the use of this strategy showed a negative attitude toward the use of 
the active listening strategy in interaction. Instead of trying to think in English or taking risks in 
guessing meaning from context, the learners who used the less active listener strategy tended to 
rely on their mother language to translate word-by-word. Nakatani (2006) found that this 
strategy was used more frequently by the less successful EFL participants. In contrast, two of 
the interviewees with high-English proficiency levels (AP16 and AP17) in the current study 
reported that they used this strategy. Additionally, the analysis revealed that the Vietnamese 
teachers used the Vietnamese language while conversing or practising English with 
Vietnamese students. Several respondents (AP04, AP05, AP17 and AP18) confirmed the 
use of the mother tongue as one benefit of bilingualism in facilitating or maintaining the 
oral communication in English. This research challenges the findings of previous research 
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that underestimated the benefits of bilingual interlocutors using their mother tongue to 
facilitate communication processes.  
 
In the current research, two types of the non-verbal means strategy were identified: non-verbal 
replacement and non-verbal support. The research participants used the former strategy when 
they suffered language difficulties and could not find the appropriate words or phrases to 
express their intended meaning, and they used the latter strategy (i.e., observing interlocutor’s 
reaction or using body gestures) in their conversation with others in English to illustrate their 
verbal language. The identification of the non-verbal support strategy is consistent with the 
earlier findings of a number of researchers (see Dörnyei, 1995; Færch & Kasper, 1983; 
Nakanati, 2006; Oxford, 1990; Rubin, 1981; Willems, 1987) who discovered that their 
participants used the non-verbal means or non-linguistic or paralinguistic strategies to support 
their verbal or linguistic language during conversation achieve communication goals. The 
finding of the non-verbal replacement strategy concurs with that of Willems (1987) who 
reported that the ESL learners in her study used the paralinguistic strategy (i.e., mimetic 
gestures or facial expressions) to replace speech when they had linguistic deficiencies. 
According to McLaren (1998), non-verbal language can be used to convey messages between 
interlocutors because it can function either as a verbal supporting tool or as a verbal replacing 
tool, depending on the interlocutor’s intention. That is, the current research has discovered that 
participants take advantages of both of the functions of non-verbal language identified by 
McLaren (1998), while most of the previous researchers focused on the supportive functions of 
non-verbal means in maintaining verbal communication.  
 
Two types of repairing strategy (peer-repairing and self-repairing) were identified in the 
current research. A number of researchers have found the repairing strategy to be one of the 
most effective oral communication strategies in keeping conversation smooth and accurate in 
second language interactions (Rababah, 2001; Schegloff, 2000). The repairing strategy can 
appear in a variety of forms including self-initiated self-repair and other-initiation self-repair, 
(Nakatani, 2010; Rababah, 2001, Schegloff, 2000; Willems, 1987). Nakatani (2010) found that 
her research participants used the self-repairing strategy to solve their problems instead of 
asking for the interlocutor’s help. The restructuring strategy was used when the participants in 
Rababah’s (2001) study realised their own difficulties and switched to other expressions to 
convey the intended message. The current research confirms the benefits and effectiveness of 
this strategy. However, a significant difference is that the current research participants paid 
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attention to correcting or repairing grammatical mistakes, rather than focus on fluency or 
conversational flow to achieve communication goals. This is possibly related to their 
experience of learning EFL in Vietnam, which focuses mostly on grammar structure 
development (Dang, 2013; Nguyen, 2014).  
 
The identification of the fluency-focusing strategy in the current research is consistent with the 
finding of the fluency-oriented strategy in Nakatani’s (2006) study. However, language learners 
in the other studies did not use this strategy at all. The possible reason for this is that the 
participants in the current research and Nakatani’s (2006) study were EFL learners. In Asian 
nations in general, and in Vietnam in particular, the traditional approach to teaching EFL is to 
focus more on grammar development with written test-oriented content rather than focus on 
improvement in communication (Pham, 2013). Understandably, EFL learners are often more 
competent in their English grammar than their English communicative functions 
(pronunciation, accents and intonation). It is assumed from the analysis that learners who tend 
to pay more attention to their language skills are at lower proficiency for solving their oral 
communication problems in English. This suggests that more English communication teaching 
and learning methods should be included in the Vietnamese educational curriculum of teaching 
English subject in the EFL contexts.   
 
The identification of the self-belief strategy is consistent with Nakatani’s (2006) identification 
of the social or affective strategy used by her Japanese learners in an EFL context. It appears 
that the present study and Nakatani’s (2006) study had a commonality where the EFL learners 
used this type of strategy when they wanted to control their anxiety by encouraging or 
rewarding themselves (e.g., interviewees AP13 and AP17). According to Nakatani (2006), the 
main reason for learners’ use of this strategy is that EFL learners often have so few practical 
opportunities to speak English in real-life interactional contexts that it becomes a significant 
issue for them to manage their emotions or feelings during their oral communication in English. 
 
Although the seven Coping-EOCS discussed above are partly consistent with previously 
recognised strategies in the literature, the variation appears to be due to the different cultural 
and educational contexts in which they are used. For example, previous studies have reported 
that participants from different cultural backgrounds use these strategies to solve English oral 
communication problems with native speakers of English (Bialystok, 1983; Dörnyei, 1995; 
Færch & Kasper, 1983). In contrast, the current research participants, who came from the same 
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cultural background, used these strategies to solve their English oral interaction problems with 
Vietnamese speakers of English. This supports Le’s (2006) finding that shared cultural 
understanding among interlocutors facilitates their oral communication in a non-native 
language.  
 
The differences in the use of the seven Coping-EOCS identified in this research have 
implications for teaching language learning strategies to EFL learners. Firstly, EFL teachers 
need to recognise the value of the first language in facilitating oral communication in a second 
or foreign language. Secondly, learners should be encouraged and instructed to use non-verbal 
means to effectively support oral communication, especially among interlocutors from different 
cultural backgrounds where non-verbal means are valued differently. Thirdly, more cooperation 
between teachers and students in classroom activities can be facilitated by changing the 
classroom arrangement to shorten the physical distance between teachers and students or by 
reducing the workload of teachers. Finally, communication-focused teaching methods with 
more real-life practical opportunities for verbal communication are encouraged in the EFL 
context in accordance with current traditional grammar-focused teaching methods with in-class 
practices. The next section presents details of several Coping-EOCS that were newly identified 
in the current research and therefore make a significant contribution to the literature.  
 
Group 3 – Coping-EOCS newly identified in this study   
 
Three Coping-EOCS – the shortening physical distance and technology-supporting strategies 
identified from the qualitative data and the focusing on grammar strategy identified from the 
quantitative data – were newly identified in the current research. There are several explanations 
for the usage of these Coping-EOCS by Vietnamese participants:  
(i) The increased use of technology in higher education in the 21st century has resulted 
from the widespread development and implementation of technology in almost all 
aspects of society, including education, in both developed and developing nations 
(Dang, 2013). The Vietnamese participants in this research who reported using the 
technology-supporting strategy have taken advantage of advanced technologies (e.g., 
online dictionaries, online language experts or internet translating tools) to solve their 
English oral communication problems.  
(ii) Being influenced by Asian face-saving culture (Bui, 2009; Le, 2006), the participants 
did not want to ask classmates for help whenever they are in trouble. Instead, they 
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decided to use the technology-supporting strategy to approach virtual experts or 
online assistants, whomthey did not know and had not had any face-to-face contact 
with.   
(iii) The use of the focusing on grammar strategy reflects the participants’ tendency to 
focus more on grammatical and structural functions rather than on the 
communicative functions of language learning. This is consistent with the discovery 
of different functions of language learning by Brown (2007a). This finding confirms 
the arguments of Le (2006), Nguyen (2014), and Nguyen and Crabbe (1999) 
regarding the impact of traditional methods of teaching and learning languages in 
Asian countries. Nguyen (2014) reported that, for many years, Vietnamese teachers 
focused more on teaching the grammar and sentence structure of the English 
language to Vietnamese students, rather than focus on communicative English 
practices.  
(iv) The growing trend towards the use of Western learning styles in the Vietnamese 
educational context (Nguyen, 2014) and the effects of the globalisation and 
internationalisation of higher education (Dang, 2013) may explain the use of the 
shortening physical distance strategy. Dang (2013) found that Western learning 
styles promote a student-centred approach and learner autonomy in the language 
learning process. Ly (2013) and Nguyen et al. (2014) confirmed that autonomy 
enabled learners to become more active and flexible in their language learning 
strategies. The current research participants showed their activeness and autonomy 
toward their language learning by sitting closer to the teachers in class to be able to 
listen and communicate more with teachers rather than keeping back a certain 
distance. 
 
The fact that two of the three new Coping-EOCS were identified from the qualitative data 
confirms the advantages of the choice of a mixed method approach for the present study, 
because the qualitative methods allowed an in-depth exploration the learners’ strategies, 
leading to a number of findings that have been not been previously reported.  
 
Overall, the 19 Coping-EOCS identified by this research have both similarities and differences 
with the findings of Coping-EOCS discussed in the literature review. Nine of the Coping-
EOCS are consistent with the findings in the literature, seven Coping-EOCS are partially 
consistent with the findings in the literature and three new Coping-EOCS are identified in the 
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current research. The differences in the strategies that are related to the literature in some ways 
appear to be the result of different educational contexts (either ESL or EFL) and/or the 
language background of the research participants (ESL, EFL or TNE AP learners in an EFL 
context). It is evident that more research is needed to explore the English oral communication 
strategies used by students undertaking TNE APs in an EFL context. The identification of three 
new Coping-EOCS in this research makes a significant contribution to the educational research 
on language learning strategies and contexts by recognising the role of technology in the use of 
language learning strategies and by drawing attention to the needs of both Asian and Western 
cultural teaching and learning backgrounds to support English oral communication for students 
in the TNE APs in an EFL context.  
 
The extent to which the 19 strategies identified in this research can be classified into the 
Reduction Speaking and Listening Strategies category or the Achievement Speaking and 
Listening Strategies category will be discussed in the following section along with a 
comparison between the two-category structure of the Coping-EOCS identified in the current 
research and the Coping-EOCS structures identified by other researchers.  
 
5.2.2. Classifications of Coping-EOCS 
 
In the quantitative phase of the research, the Coping-EOCS scale included two subscales: 
Speaking and Listening (see Appendix A1). The exploratory factor analysis performed on the 
participants’ self-reported frequency of strategy use identified four dominant factors for the 
Coping-EOCS scale. These formed four Coping-EOCS categories: Reduction Speaking 
Strategies, Achievement Speaking Strategies, Achievement Listening Strategies and Reduction 
Listening Strategies (Section 3.4.5). 
 
The literature on language communication suggests that oral communication relates to both 
speaking skills and listening skills, which are considered inseparable (Brown & Yule, 1983; 
Nakatani, 2006). Therefore, the four Coping-EOCS categories identified from the factor 
analysis of the quantitative data can be reduced to two broader categories: Reduction Speaking 
and Listening Strategies, and Achievement Speaking and Listening Strategies.  
 
This two-category structure is consistent with the literature on the basic duality of Coping-
OCS, including the Reduction or Avoidance Strategies category and the Achievement 
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Strategies category that have been previously reported in different educational contexts (Færch 
& Kasper, 1983; Tarone, 1977; and Willems, 1987; see Section 2.2.2). The Reduction or 
Avoidance Strategies category was defined to include the Coping-OCS that language learners 
used to “tailor one’s message to one’s resources” (Dörnyei & Scott, 1997, p. 195) by varying, 
reducing or even entirely abandoning the original context. In contrast, the Achievement 
Strategies category refers to the Coping-OCS that language learners use to attempt to “convey 
the intended message” (Dörnyei & Scott, 1997, p. 195) by either extending or handling the 
available language system to overcome linguistic difficulties. Corder (1981) regarded the above 
two categories as Risk-Avoidance Strategies and Risk-Taking Strategies, respectively, because 
the speakers of the Achievement Strategies category may position themselves beyond playing it 
safe to undertake a certain amount of risk of being unable to convey the message (Dörnyei & 
Scott, 1997).  
 
The Coping-EOCS that are included in the two Coping-EOCS categories in the current research 
have some similarities and differences with those included in other studies. The factor analysis 
of the quantitative data identified nine Coping-EOCS (coded C1 to C9) to be classified in the 
Reduction Speaking and Listening Strategies category (see Table 5.1 above). The inclusion of 
four Coping-EOCS (word-attention-C1, message abandonment–C4, conversation abandonment 
–C5 and message reduction– C6) in this category is consistent with the findings of the message 
abandonment and topic avoidance strategies in the Reduction or Avoidance Strategies category 
by Dörnyei (1995), Færch and Kasper (1983), Rababah (2001), Tarone (1984) and Willems 
(1987; see Section 2.2.2). However, the inclusion of the remaining five Coping-EOCS in this 
category (appealing for help – C2, first language switching – C3, non-verbal replacement– C7, 
focusing on grammar– C8 and thinking in English– C9) is somewhat different from previous 
findings of equivalent Coping-EOCS classification.    
 
As explained above, two types of non-verbal strategies were identified and allocated to the two 
Coping-EOCS categories from the quantitative data analysis: the non-verbal replacement 
strategy in the Reduction Speaking and Listening Strategies category, and the non-verbal 
support strategy in the Achievement Speaking and Listening Strategies category. In the 
literature, a large number of studies have reported language learners using the non-verbal 
support strategy to achieve communication goals (Dörnyei, 1995; Færch & Kasper, 1983; 
Nakatani, 2006; Oxford, 1990; Rubin, 1981; Tarone 1983). Conversely, in Willems’s (1987) 
study, the non-verbal replacement strategy, which was labelled the paralinguistic strategy, was 
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used to replace verbal language when learners had linguistic deficiencies. All of these 
researchers placed non-verbal strategies into the Achievement Strategies category of the 
Coping-EOCS. As discussed earlier, the authors of these studies recognised just one function of 
non-verbal means (the supporting tool in oral communication), while the present study has 
found two functions of non-verbal means (the replacing and supporting tools in oral 
communication).   
 
The identification of the first language switching strategy in the Reduction Speaking and 
Listening Strategies category of the Coping-EOCS from the quantitative data was confirmed by 
the qualitative data. The qualitative phase respondents explained that they used their first 
language in their conversation in English to keep conversation flowing. This meant that the 
respondents reduced their use of the English language and instead used the Vietnamese 
language to solve their oral communication failure. For this reason, the first language switching 
strategy would be more appropriately placed in the Reduction Speaking and Listening 
Strategies category instead of in the Achievement Speaking and Listening Strategies category.  
 
The identification of the first language switching strategy in the current research is consistent 
with that of Nakatani (2010) who investigated the first-language-based strategy in the 
Reduction Strategies category, although Nakatani (2006) addressed the strategy under a 
different name. The current research finding is different from those of Dörnyei (1995), Færch 
& Kasper (1983), Oxford (1990), and Willems (1987) who placed the code switching, language 
switching and switching to the mother tongue strategies into the Achievement or 
Compensation Strategies category of the Coping-EOCS. For instance, Færch and Kasper 
(1983) reported that German learners used some German words in a role-play situation 
with a native speaker of English when they did not know the English vocabulary. This 
strategy was considered as one of the achievement strategies because the learners made a 
“creative use of their existing resources” (e.g. their native language) to preserve their original 
communication goal (Færch & Kasper, 1983, p. 50).  
 
In the second instance, the research identified 10 Coping-EOCS in the Achievement Speaking 
and Listening Strategies category. Eight of the Coping-EOCS (coded from C10 to C19 in Table 
5.1) were allocated to the Achievement Speaking and Listening Strategies category as a result 
of the quantitative data analysis. This finding is consistent with the findings of a number of 
researchers, although the names of the strategies may be dissimilar (Dörnyei, 1995; Færch & 
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Kasper, 1983; Oxford, 1990; Varadi, 1980; Willems, 1987). Variation of the strategy names has 
already been discussed in the above section.  
 
Two other Coping-EOCS –shortening physical distance and technology-supporting– that 
emerged from the qualitative data are better located in the Achievement Speaking and Listening 
Strategies category rather than in the Reduction Speaking and Listening Strategies category for 
several reasons. Firstly, when using the technology-supporting and shortening physical 
distance strategies, the interviewees attempted to solve their oral communication problems by 
either getting assistance from technological devices (such as online forums or online experts in 
social practices) or by sitting closer to the interlocutors (such as the teachers in academic 
practice). Secondly, as mentioned in the literature review chapter, the Achievement Strategies 
category was defined as attempts of interlocutors to transfer their intended message regardless 
of their linguistic deficiencies (Færch & Kasper, 1983). Therefore, these two new strategies are 
located in the Achievement Strategies and Reduction Strategy category of the Coping-EOCS. 
As discussed in the previous section, these are two newly identified strategies from the current 
research and it is not possible to compare these with findings of other studies. 
 
There are several differences in the conceptions of the two categories of Coping-EOCS 
reported in the literature. Willems (1987) referredto the Coping-EOCS included in the 
Reduction Strategies category as negative strategies and those included in the Achievement 
Strategies category as positive strategies based on the behaviour of the communicators in 
solving problems. Færch and Kasper (1983) regarded the Reduction Strategies as independent 
strategies and regarded Achievement Strategies as cooperative strategies depending on levels of 
cooperation between the two interlocutors (Færch & Kasper, 1983). However, the nine Coping-
EOCS in the Reduction Speaking and Listening Strategies categories identified by this research 
encompass both positive and negative behaviours. Three strategies are indicative of negative or 
non-cooperative behaviour (message abandonment, message reduction and conversation 
abandonment), and six strategies reflect positive or cooperative behaviour (word-attention, 
non-verbal replacement, appealing for help, focusing on grammar, thinking in English and first 
language switching). The finding that the Reduction Speaking and Listening Strategies 
category includes strategies that reflect both positive and negative learner behaviours 
significantly extends what is known about these strategies, in particular, that they can be used 
in a positive and creative way to offset difficulties with English oral communication. The extent 
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to which the Coping-EOCS identified in this research are related to the learner factors will be 
discussed in the following section.   
 
5.3. What influences the choice and use of these Coping-EOCS? 
 
As discussed in the literature review, aspects of Bandura’s (1986) social cognitive theory were 
used as one of the theoretical lenses to examine the interdependent relationship between learner 
factors and the choice of EOCS used by Vietnamese students. In particular, Bandura’s (1986) 
categoration of influences, namely, personal, environmental and behavioural, was used to help 
identify the learner factors explored. In the current research, personal factors include 
participants’ gender, motivational orientation, English proficiency level and academic major, 
while environmental factors are the participants’ cultural and educational settings or 
educational context in which the participants were undertaking the TNE APs.  
 
The quantitative analysis investigated the relationships between the Coping-EOCS used by the 
participants and five learner factors (gender, motivational orientation, English oral proficiency 
level, academic major and university context). The qualitative analysis explored the 
connections between the use and choice of Coping-EOCS of the 20 interviewed participants 
and seven learner factors. Two additional factors (the cultural background and experience of 
teaching and learning methods of the respondents) were added to the five learner factors 
considered in the quantitative phase. There are two reasons for this. Firstly, the literature review 
revealed that cultural effects on oral communication strategies and their use in different 
educational contexts had not yet been examined from a quantitative perspective. This suggests 
that these aspects need to be explored qualitatively to provide deeper insights than would 
otherwise be available from a survey instrument. Secondly, from the analysis of the qualitative 
data, two themes emerged that were different from the other learner factors considered in the 
quantitative survey. These were completely different from the other themes derived from the 
learner factors (motivational orientation, English proficiency, and academic major).  
 
As discussed earlier, the literature on the relationship between the choice and use of Coping-
EOCS and learner factors in diverse educational contexts is limited. Therefore, the findings of 
the current study are significant, not only in terms of filling the research gaps, but also in 
providing a strong direction for future research.  
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This section begins by summarising the new knowledge identified in the study, and is followed 
by a discussion of this knowledge within the context of the relevant literature.  
 
(i) Vietnamese participants had only an instrumental motivational orientation toward 
the current TNE APs (e.g., qualification orientation, employability orientation, or 
travelling orientation), while other studies have reported both instrumental and 
integrative motivational orientations. This can be explained by the different 
educational contexts (EFL or ESL) in which the participants had more or fewer 
opportunities to interact with native speakers of English.  
(ii) The more motivational orientations that the participants exhibited, the more 
Coping-EOCS they used in their TNE APs. This suggests a need for TNE AP 
educators to pay more attention to learners’ orientations and expectations. 
(iii) A majority of the research participants were more confident with their English 
grammar competence than their English communication proficiency. The focus on 
English grammar has a long history in Vietnam. Therefore, students are familiar 
with these methods and believe that competence in English grammar will help them 
communicate confidently in English. 
(iv)  There was a close relationship between the English proficiency of the participants 
and their choice and use of Coping-EOCS to deal with their oral communication 
problems in both academic TNE APs and social EFL contexts. That is, participants 
with higher English proficiency used more Coping-EOCS in the Achievement 
Speaking and Listening Strategies category, but fewer Coping-EOCS in the 
Reduction Speaking and Listening Strategies category compared with participants 
with lower English proficiency. This suggests that educators should give more 
consideration to encouraging students with different levels of English proficiency to 
work together to expand their range of oral communication strategies.  
(v) There were several differences in the choice and use of Coping-EOCS between 
male and female students. Female students were more likely to use the Coping-
EOCS that related to cooperation with other interlocutors, while male students were 
more likely to use Coping-EOCS that reflected their desire to solve English oral 
communication problems independently. The difference is related to traditional 
Vietnamese culture, in which men act as the breadwinners and have the greatest 
power and women act as followers and dependents, both in the family and in 
society. Both female and male students used the first language switching and word-
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attention strategies due to the traditional focus on English grammar and translation 
teaching and learning methods by their Vietnamese teachers.  
(vi) The choice and use of Coping-EOCS of the Vietnamese students in the TNE APs in 
the current study were closely related to their Asian cultural and educational 
backgrounds and their experience of Western cultural and educational practices of 
the Western academics in these programs. This suggests that educators should 
consider using a more diverse range of teaching and learning methods for learners 
from different cultural backgrounds.  
(vii) Academic major was strongly related to the participants’ choice of Coping-EOCS. 
This is because the different academic majors in Vietnam require different English 
proficiency levels, and some programs offer more opportunities to practice English 
than others.   
(viii) The choice and use of Coping-EOCS by the Vietnamese participants was not 
related to the reputation and location of the educational setting in which they were 
undertaking their TNE APs. However, these results cannot be generalised to the 
more than 200 Vietnamese universities nationwide. There is a need for further 
research to be undertaken on the choice of Coping-EOCS by learners from a wider 
range of educational settings, both nationally and internationally.  
 
The following discussion integrates the findings of the relationship between Coping-EOCS use 
and learner factors in the context of the literature.  
 
5.3.1. Motivational orientation 
 
In education, motivational orientation is defined as the reasons for pursuing a specific 
educational program (Brown, 2007a; Gardner, 1985). In the current research, the question of 
whether or not motivational orientation influences the choice and use of Coping-EOCS was 
investigated in both research phases. 
 
The integration of the findings of the twophases of the research reveals that the most common 
motivational orientationsfor these participants were qualification, English language 
competence, social status, employability and higher education opportunities. In the literature on 
educational motivation, a number of researchers (Brown, 2007b; Gardner, 1985; Gardner & 
MacIntyre, 1993) have made a distinction between two common categories of motivational 
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orientation: integrative orientation and instrumental orientation. Integrative orientation 
includes language learners’ attitudes towards the community of the target language and their 
desire to interact with the members of that community and to become members of that 
community. Instrumental orientation relates to learners’ practical reasons or aspirations for 
learning another language, such as job promotion or better school grades (Gardner, 1985). 
According to Brown (2007b), learners of ESL who are living and learning in English-speaking 
countries may have integrative motivational orientation, while learners of EFL who are living 
and learning in a non-English-speaking country may not have this kind of motivational 
orientation. This explains why Vietnamese learners of EFL who are living in Vietnam, a non-
English-speaking country, do not have this kind of motivational orientation. It appears that all 
of the types of motivational orientations identified in the current research were more likely to 
be in the instrumental orientation category rather than the integrative orientation category. 
 
The findings of the current research are consistent with the findings of Chapman and Pyvis 
(2007), Ly (2013), and Ziguras (2008), but slightly different to the findings of Köseoğlu’s 
(2013). For instance, Köseoğlu (2013) identified three common motivational orientations 
(instrumental, integrative and educational) in Turkish students undertaking a TNE program in 
Turkey. The current research participants did not have the integrative orientation that 
Köseoğlu’s (2013) participants reported.  
 
The current research reported a close connection between motivational orientation and the 
types of Coping-EOCS used by the participants. The more types of motivational orientation 
that the students held toward their TNE APs, the more Coping-EOCS they were likely to use to 
solve their English oral communication problems in both academic and social situations. 
Interviewee AP02 had four types of motivational orientation (qualification, employability, 
Western-education and external encouragement) for undertaking her current TNE AP and 
reported using five Coping-EOCS (appealing to relatives, appealing to Vietnamese classmates, 
first language switching, technology-supporting and appealing to foreign teachers) to solve her 
English oral communication problems in her academic situations first language switching. 
Meanwhile, interviewee AP09 had three types of motivational orientation (Western-
educational, employability and English competence) and reported using four Coping-EOCS 
(fluency-focusing, appealing to teachers, non-verbal support and conversation topic 
abandonment).  
 
 ------------------------------------------ 
260 
  
The finding of the association between motivational orientation and the choice and use of 
Coping-EOCS by Vietnamese participants concurs with the findings of Alwahibee (2000), 
Gardner (1985) and Yang (2001), who reported that the more motivated students used more 
language learning strategies than the less motivated students. However, participants in these 
studies were using general language strategies, not specifically English oral communication 
strategies.   
 
The current research findings are partly consistent with Seyhan’s (2000) finding that 
participants holding an instrumental orientation use more grammar-focussed strategies, while 
those having an integrative orientation use more speaking fluency strategies to solve their 
English oral communication problems. However, Seyhan’s (2000) participants were 
international German and Japanese students who were learning ESL in the United States, and 
are therefore different to the EFL participants in the current study. 
 
More research is needed on the relationship between motivational orientation and Coping-
EOCS in non-English-speaking countries where practical opportunities to practise with native 
speakers of English are limited in academic and social contexts.  
 
5.3.2. English proficiency 
 
As discussed in the literature review in Chapter 2, Freeman and Freeman (2001) found that the 
process of learning a second language is based on numerous learning opportunities by which a 
learner’s knowledge of a new language could be developed and improved. By practising, the 
learners’ knowledge was supposed to develop to a level of proficiency and competence 
equivalent to that of a language native speaker.In research on second or foreign language 
acquisition, language proficiency can be understood as the ability to use a language other than 
the mother language to communicate or interact with other people in both academic and social 
contexts (Cheng, 2007). 
 
In investigating the English oral proficiency of the research participants, the quantitative data 
analysis revealed that a large number of the participants rated their English grammar skills 
higher than their English fluency and oral vocabulary skills. This finding was confirmed when 
six of the 20 interviewees in the qualitative phase admitted to being more confident in grammar 
skills, and when a number of other interviewees reported being unconfident with any English 
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skills prior to the TNE APs, despite some having learnt English as a school subject for over 10 
years. As noted by one interviewee, “I know that if I want to communicate well with others in 
English, my English grammar must be good enough”. The reasons for their lack of confidence 
in English included their limited opportunities to practise English in their academic and social 
lives (AP05 and AP13), their rural or suburban school locations (AP16 and AP20), and the 
effects of Vietnamese traditional teaching and learning methods. For instance:  
My English subject at secondary school was completely different from what I am learning at 
university here. At school, all I learnt was English grammar only, with no practices of English 
oral communication skills. (AP07) 
 
At schools, what I had learnt was in textbooks, without real practices in social life. (AP13) 
 
These findings agree with those of Le (2006) and Nguyen and Crabbe (1999) on teaching and 
learning English in Vietnamese high schools. According to Le (2006), Vietnamese students 
from rural areas of Vietnam, where the standard of living is very low and the English language 
does not receive as much attention as in big cities, are normally timid and quiet in classroom 
English-speaking activities. This might be a result of their lack of English speaking practice in 
high school (Le, 2006). Similarly, Nguyen and Crabbe (1999) found that although the 
Vietnamese Ministry of Educational and Training always encourages the application of the 
communicative approach in English teaching and learning curriculum in high schools, most of 
the activities in English textbooks focus more on conscious and analytical improvement of 
structures, rather than giving the students opportunities for English speaking practice.  
 
The relationship between the choice of EOCS and the English proficiency levels of the 
participants was examined in both the quantitative and the qualitative phases of the current 
research. The quantitative analysis suggested that participants with higher levels of English oral 
proficiency were likely to use more Coping-EOCS in the Achievement Speaking Strategies 
category but fewer Coping-EOCS in the Reduction Speaking Strategies category than students 
with lower levels of English proficiency. This finding was strongly supported by the qualitative 
phase results in which interviewees of higher English proficiency levels reported using Coping-
EOCS in the Achievement Speaking and Listening Strategies category such as paraphrasing or 
using synonyms and non-verbal support. In contrast, the interviewees of lower English 
proficiency levels indicated using Coping-EOCS in the Reduction Speaking and Listening 
Strategies category such as word-attention and first language switching (see Table 5.1 above).   
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This finding is consistent with the findings of Nakatani (2006), Rushita and Sarjit (2012), 
Thinh (1999), and Zhao and Intaraprasert (2013). Nakatani (2006) reported that language 
learners who had linguistic and language deficiencies or low English proficiency tended to 
reduce the communication by using simple words or phrases, asking other people for help, 
using native language assistance, or replacing with non-verbal means. In contrast, the good 
language learners showed risk-taking behaviour towardssolving the problem by trying their best 
to convey their intended messages. Similarly, Zhao and Intaraprasert (2013) reported that the 
participants with good language ability used achievement strategies, while those of poor 
language ability were used reduction strategies to cope with oral communication problems with 
peers. Rushita and Sarjit (2012) reported that participants of high to intermediate levels of 
English proficiency from used the circumlocution strategy more often than those of low to 
intermediate levels of English proficiency. This circumlocution strategy has been recognised as 
one of the achievement strategies (Dörnyei, 1995; Færch & Kasper, 1983; Oxford, 1990; 
Varadi, 1980). More importantly, Thinh (1999) found that Vietnamese students of higher 
English proficiency were more successful in keeping the conversation open than those of lower 
English proficiency (see Section 2.3.2).  
 
Another finding of the current research is that the participants with lower English proficiency 
used the first language switching strategy more often than participants of higher English 
proficiency. This finding is similar to that of Paribakht (1985) who reported that lower 
proficiency participants used the L1-based communication strategy including transliteration of 
first language idioms and proverbs more often than higher proficiency participants.  
 
This finding from the current research differs from that of Dang (1994), who reported that 
Vietnamese participants of both high and low English proficiency levels used a similar number 
of Coping-EOCS to solve English oral communication problems in their conversations with 
other international students. There are two explanations for the different findings. Firstly, 
Dang’s (1994) participants were international Vietnamese students studying in an English-
speaking country (Australia), while the participants of the present study were Vietnamese 
students studying in a non-English-speaking country (Vietnam). The different educational 
contexts in which these Coping-EOCS were used to some extent influence the confidence and 
attitudes of the language users. Secondly, the findings from a small qualitative observation of 
12 participants in Dang’s (1994) study cannot be generalised to the population of Vietnamese 
students, while the larger number of participants in this study, with a combination of both 
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quantitative and qualitative research methods, may provide a richer insight that is more 
generalisable to the population.  
 
The finding of this relationship helps to confirm Ellis’s (1994) arguments of bi-directional 
relationship between students’ use of strategies and their language proficiency levels. It is also 
consistent with MacIntypre’s (1994) observation that “either language proficiency influences 
the choice of strategies or that strategy choice is simply a sign of proficiency level” (p. 140).  
 
Overall, the current research findings of a close relationship between the choice and use of 
Coping-EOCS and English proficiency levels of the Vietnamese participants in the TNE APs 
are consistent with findings of a number of researchers (Cheng, 2007; Ellis, 1994; MacIntyre, 
1994; Nakatani, 2006; Rushita & Sarjit, 2012; Thinh, 1999; Zhao & Intaraprasert, 2013) despite 
the language learners involved in these other studies undertaking different types of TNE 
programs in different educational contexts (e.g., English speaking context or non-English-
speaking context). 
 
5.3.3. Gender 
 
Both phases of the current research focused on the choice and use of Coping-EOCS by gender. 
The quantitative phase revealed no statistically significant difference in the choice and use of 
Coping-EOCS between male and female participants. The qualitative analysis showed that both 
male and female interviewees reported using two of the Coping-EOCS (word-attention and first 
language switching) due to the influence of their Asian cultural background and traditional 
language teaching and learning methods, which were explained in Section 5.3.2 above. There 
were, however, gender differences in the choice of other Coping-EOCS in the qualitative data. 
The integration of the quantitative and qualitative findings identified considerable differences 
in the choice and use of Coping-EOCS between male and female Vietnamese students studying 
in TNE APs in the Vietnamese educational context. This finding confirms the work of Ellis 
(1994), who found that the gender of language learners was one of the factors influencing the 
choice and use of second or foreign language learning strategies. The literature review 
identified a number of studies that had explored differences in the choice and use of language 
learning strategies by participants’ gender, but only the study by Zhao and Intaraprasert (2013) 
focused on the relationship between the choice and use of Coping-EOCS and participants’ 
gender.   
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The current research found that female interviewees reported using the appealing to classmates 
and technology-supporting strategies more than their male counterparts in the qualitative data. 
It is supposed that the female respondents in this study are more actively cooperative in using 
these strategies than their male counterparts. This supports the arguments made by Oxford 
(1993) and Zhao and Intaraprasert (2013) who reported that female students were more active 
in the use of communication strategies than male students. The fact that female learners were 
more socialised towards their language learning than males helps to attribute the differences to 
their brain hemi-sphericity and socialisation between males and females (Oxford, 1995; 
Oxford, Nyikos & Ehrman, 1988). 
 
The male interviewees in the current study were found to use the non-verbal replacement and 
self-belief strategies more than their female counterparts. This finding is consistent with that of 
Zhao and Intaraprasert (2013), who reported that male students tended to either have a greater 
willingness to control their anxiety while interacting in English by keeping the conversation 
flowing or be self-confident and risk-taking in their oral communication competence more than 
female students. This finding is consistent with the findings of Maubach and Morgan (2001), 
who noted that “males seem much more self-reliant in keeping a conversation going, tending to 
follow their own instincts … due to an over-confidence in their oral ability” (p. 44).  
 
From the discussion of the research findings of the present study and previous studies, it 
appears that the choice and use of Coping-EOCS is closely related to gender. This finding has 
contributed to the English oral communication pedagogy in which educators are urged to 
encourage and facilitate both female and male learners to develop multiple strategies for 
solving their English oral communication problems. 
 
5.3.4. Academic major 
 
The academic majors that Vietnamese participants are undertaking are closely related to their 
English language backgrounds and the university entrance exams they must sit to gain entry. 
For example, the International Business Administration major students have to pass English, 
maths and literature; the Finance and Accounting major students have to pass maths, physics 
and chemistry; and the Crop Science major students have to pass maths, biology and chemistry. 
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In the current research, the relationship between academic major and the choice of Coping-
EOCS by the participants was been explored in both phases.  
 
In the analysis of the quantitative phase data there were statistically significant differences 
between the choice and use of Coping-EOCS for the participants of the four academic majors: 
Finance, Accounting, Crop Science, and International Business Administration. The qualitative 
phase findings confirmed this relationship for the three academic majors in which the 20 
interviewees were studying: International Business Administration, Crop Science and Finance. 
The integration of the two phases of the research showed a close association between the choice 
and use of Coping-EOCS and the academic majors of the participants. 
 
The findings confirm Oxford and Nyikos’s (1989) observation that academic major was one of 
the key factors determining the choice of learning strategies. The literature review has identified 
a number of studies that found significant relationships between the academic majors of 
learners and their language learning strategy use (Gu, 2002; Oxford &Nyikos, 1989; Peacock & 
Ho, 2003; Yin, 2008). These studies shared a common focus on general language learning 
strategies used by ESL and EFL learners. There has been no study investigating the influence of 
academic major on the choice and use of Coping-EOCS by learners of TNE programs in an EFL 
context. Therefore, the findings of the current research are significant because they appear to be 
the first study in this area and give direction and motivation for further research.   
 
5.3.5. Educational setting 
 
In proposing the social educational theory, Gardner (1985) stated that educational or learning 
context plays an important role in determining learners’ choice of language learning strategies. 
The literature review identified a number of researchers who had identified different aspects of 
educational setting including the prestige or reputation of educational institutions (Wattanabe, 
1990) or second language or foreign language settings (Lu, 2005).  
 
The differences in the choice and use of Coping-EOCS among participants according to their 
academic major can, to some extent, be explained in terms of the universities that they attended 
(Foreign Trade University, National Economic University and Hanoi Agricultural University). 
These universities are different in three significant aspects: course provider, reputationand 
location. Firstly, these universities offer different majors and disciplines and are responsible for 
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granting different kinds of qualifications according to the policy of Vietnam’s Ministry of 
Education and Training. For example, the Foreign Trade University offers courses for students 
who want to major in business disciplines including International Business Administration, 
Foreign Trading, and International Relationships. The National Economic University offers 
courses for students who want to major in accounting and financial-related disciplines such as 
Accounting, Finance and Business Management. The Hanoi Agriculture University is 
responsible for training students majoring in agriculture-related disciplines such as Crop 
Science, Environmental Science, Food Processing Technology and Veterinary Science. 
Secondly, the reputations of these universities are based on the achievements of the annual 
entrance students and graduates, the highly qualified teaching staff, teaching quality and 
qualification recognition. According to these criteria, the Foreign Trade University and 
National Economic University are nationally recognised as the most prestigious universities in 
Vietnam, while the Hanoi Agriculture University is recognised as a local university in Hanoi 
city. Finally, two of the universities, Foreign Trade University and National Economic 
University, are located in the centre of Hanoi city, while the Hanoi Agriculture University is 
located in the suburbs, around 30 kilometres from the centre of Hanoi city. These three aspects 
are considered by the researcher in comparing the choice and use of Coping-EOCS of students 
from each university setting. 
 
The quantitative phase analysis revealed a statistically significant difference in the choice and 
use of Coping-EOCS among participants from the three universities. Foreign Trade University 
students used fewer Coping-EOCS in the Reduction Listening Strategies category than the 
Hanoi Agricultural University students, and used more Coping-EOCS in the Achievement 
Listening Strategies category than the National Economic University students. These findings 
are confirmed by the qualitative phase findings, in which the interviewees from Foreign Trade 
University used several Coping-EOCS including paraphrasing or using synonyms, fluency-
focusing and non-verbal supports more often than those from the Hanoi Agricultural University 
and the National Economic University. These Coping-EOCS are part of the Achievement 
Speaking and Listening Strategies category (see Table 5.1). In contrast, compared with 
participants from the Foreign Trade University and the National Economic University, the 
participants from the Hanoi Agricultural University reported using more of the Coping-EOCS 
in the Reduction Speaking and Listening Strategies category such as the first language 
switching, appealing to classmates and word-attention strategies (see Table 5.1 above).  
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The integration of the quantitative and qualitative findings suggests that the choice and use of 
Coping-EOCS is related to the educational settings in which the participants were studying. 
Participants from the Foreign Trade University used more Coping-EOCS in the Achievement 
Speaking and Listening Strategies category and fewer Coping-EOCS in the Reduction 
Speaking and Listening Strategies category than the participants from the Hanoi Agricultural 
University. The possible explanation is not the location or reputation of the universities, but the 
language proficiency and language backgrounds of the students from each university and 
opportunity to practice. As discussed earlier, students from the Foreign Trade University have 
to pass the exams in English language, maths and literature for university entry. As a result, the 
majority of the university students have high English proficiency levels compared with students 
from the other two universities. Therefore, the differences in the choice and use of Coping-
EOCS among students from the different universities are indicative of their different English 
proficiency levels rather than the different educational settings. The integration of the 
qualitative and quantitative findings suggests that the educational setting of the participants, in 
terms of course provider, reputation and location, shows no clear connection to their choice and 
use of Coping-EOCS.   
 
This finding differs from that of Lafford (2004) and Lu (2005), who identified differences in 
the choices of oral language strategies by more than one educational setting. Lafford (2004) 
compared the use of coping Spanish oral communication strategies of two groups of Spanish 
learners: one group learning Spanish in a non-Spanish-speaking country, and the other group 
learning and using Spanish in a Spanish-speaking country. Lu (2005) compared the use of 
coping Chinese oral communication strategies in one group of American learners of Chinese 
who were learning and using Chinese in two periods of their lives: first during an intensive 
Chinese language course in China first and second after their return to America.  
 
The inconsistence in findings may be due to the different target language and educational 
settings between the present study and the two previous studies. Firstly, in the current research, 
the choice of Coping-EOCS of the Vietnamese participants was examined within a non-
English-speaking context of different prestige (more or less prestigious) or different locations 
(inner city or suburban). Secondly, this study explored the use of EOCS in English language, 
while in the two other studies, the choice and use of OCS was examined within Chinese or 
Spanish language speaking contexts other than English language. Therefore, the educational 
settings of these studies were, to some extent, broader than that of the present study. This 
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suggests a need for further research to be undertaken on the use of Coping-EOCS in a more 
diverse educational setting to generalise the research findings. The following section will 
discuss the findings of relationships between Coping-EOCS and participants’ Asian cultural 
background and Western cultural experiences.  
 
5.3.6. Cultural effect 
 
As discussed earlier, the participants of the current research had opportunities to experience 
both Asian and Western cultures from their previous Vietnamese schools and current TNE APs. 
The relationship between the choice and use of Coping-EOCS and the cultural backgrounds of 
participants were explored in the qualitative phase of the current research. 
 
The analysis of qualitative data revealed that traditional Eastern cultural patterns such as 
collectivism, high power distance, face saving and family hierarchies had impacts on the choice 
and use of Coping-EOCS including appealing for help, first language switching, non-verbal 
replacement and conversation flow abandonment. This finding is consistent with the work of a 
number of other researchers (Cham, 2007; Dung, 1999; Hofstede, 1980; Nguyen et al., 2014; 
Polizer & McGroarty, 1985; Rubin, 1975; Yates & Nguyen, 2012) who found that Vietnamese 
students always consider face saving when they decide to ask teachers or classmates for 
assistance. According to Nguyen et al. (2014), traditional Eastern cultures may influence 
teachers’ and students’ beliefs of their roles and responsibilities in the classroom, resulting in 
less negotiation or collaboration between teachers and students.  
 
The finding of current research on participants’ use of silence as one non-verbal means in their 
oral communication in English language is consistent with that of Yates and Nguyen (2012). 
For instance, in both studies, Vietnamese participants used silent responses in their oral 
communication with their peers in English due to their low English proficiency and the Eastern 
cultural manner of keeping their face when engaging with people from other cultures. However, 
a significant contribution of the current research was the finding of another reason for using 
silence in oral communication of Vietnamese learners of English. That is, their silence was 
produced to show their respect toward Vietnamese teachers who are at higher social status and 
to avoid criticising or being seen to criticise their teachers. This use of silence has its origins in 
traditional Eastern teacher-centred teaching and learning contexts where learners are expected 
to respect their teachers all times in their whole lives.  
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The data analysis also revealed that the participants adapted a number of Western cultural traits 
(e.g., individualism, risk-taking and the use of non-verbal means in communication) from the 
Western academics of their current TNE APs. The participants’ experiences of these Western 
cultural traits were evident in their choice and use of several Coping-EOCS such as non-verbal 
support, self-belief and repairing. This finding supports the conclusions of Rubin (1975) and 
Chang et al. (2011), who suggested that the West is characterised by an individualistic cultural 
orientation and related valuesystems that assert autonomy, equality and individual detachment 
from groups.  
 
As discussed in the literature review, the majority of previous studies have focused on 
relationships between the Asian cultural backgrounds of Asian participants and their choice and 
use of language learning strategies. There has been no research on the strategy use of Asian 
participants who have been exposed to Western cultural practices. The fact that Vietnamese 
participants who were exposed to Western cultural patterns adapted these in their choice and 
use of Coping-EOCS appears to be a most important contribution to the field. There is a need 
for more research to be undertaken in relation to learners of TNE who have had opportunities to 
experience two or more different cultural communication patterns. These learners also had 
opportunities to experience both Asian and Western teaching and learning methods from the 
TNE APs. The following section will discuss the findings of the relationship between these 
experiences and their choice of Coping-EOCS.   
 
5.3.7. Experience of teaching and learning methods 
 
In Asian educational systems, language teaching and learning methods are characterised by less 
interrupting of teachers, less knowledge or experience sharing, grammar-oriented language 
learning, passive learning attitude in class, rote learning methods, and teacher-centred activities 
(Cheng, 2007; Hofstede, 1986; Mezger, 1992; Nguyen et al., 2014). In contrast, in Western 
educational systems, language teaching and learning methods commonly feature active 
learning, communication-oriented language learning, knowledge and experience sharing, and 
student-centred activities (Chan, 1999; Mezger, 1992; see Section 2.3.4).  
 
As discussed earlier, the participants of the current study were different to those of other studies 
because they had experienced both Eastern and Western teaching and learning methods prior to 
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and during their current TNE APs. The qualitative analysis revealed that these experiences 
were reflected in the participants’ choice and use of Coping-EOCS in academic and social 
contexts. The participants’ experiences of traditional Eastern teaching and learning methods 
were reflected in their choice and use of Coping-EOCS such as word-attention, conversation 
flow abandonment and focusing on grammar strategies. The findings of the use of the word-
attention and focusing on grammar strategies support the arguments of Dang (2013), Nguyen 
(2014) and Le (2006), who reported that the teaching of English in Vietnam primarily focuses 
on the function of English grammar and vocabulary improvement rather than focus on 
pronunciation or fluency. One of the apparent reasons for these functional focuses is the 
traditional test-oriented teaching and assessment in the language teaching curriculum in 
Vietnam, in which both teachers and students place their full attention of their written tests and 
examination results. According to Pham (2013), the results of tests not only show students’ 
progress but are also indicators of teaching qualityat the end of each semester. In other words, 
in Vietnam, teachers are evaluated or assessed by their learners’ academic achievements that 
are measured by their examination scores or test results. As a result, many Vietnamese teachers 
are not willing to change from their traditional grammar-focused language teaching methods to 
newer communication-focused language teaching methods, even when they are encouraged to 
do so by the government and the Ministry of Education and Training, because the evaluation 
tools of their teaching quality have not yet changed (Nguyen, 2014).  
 
In the current study, several participants used the conversation topic abandonment strategy 
when they experienced difficulties instead of asking teachers for assistance. Traditionally, 
Asian students have been expected to keep quiet and show respect to teachers during class 
lectures (Ballard & Clanchy, 1997; Bui, 2009). These participants have been so strongly 
influenced by traditional teaching and learning methods that these become their learning 
routine or habits. One student said, “I did not get used to interrupting teachers to ask” (AP09), 
while another student said, “I was scared of stopping teacher to ask when I had problems” 
(AP17). 
 
Being influenced by the teacher-centred teaching approach from their schooling backgrounds in 
Vietnam, many respondents showed dependence on their teachers in class activities. When 
provided with thick textbooks to self-study before class, most of the participants did not know 
how to learn. As one respondent said, “we tried to self-study the remaining content of the book 
but did not know what content we should focus or how to read effectively” (AP07). Several 
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researchers (Chan,1999; Dang, 2013; Nguyen, 2014; Pham, 2009) had similar findings of 
traditional teacher-centred pedagogy in Vietnamese language classes, in which teachers were 
considered the knowledge provider and students were considered followers or copiers. This is 
confirmed in the work of Chang et al. (2011), who reported that students in Asian nations 
obtained almost all of their information and knowledge from teachers. Asian teachers were 
found to give their students far more instructions and information than Western teachers do 
(Psaltou-Joycey, 2008; Stevenson & Stigler, 1992), which seems more like a spoon-feeding 
method (Wong, 2004).  
 
In contrast, Western educational methods encourage students’ creativity, critical thinking and 
willingness to take risks. Western learners often refer to learning as an adventure in satisfying 
their interest and curiosity, rather than a compulsory requirement (Cheng, 2007; Li, 2003). In 
the present study, students’ experiences of Western educational methods were reflected in their 
use of several Coping-EOCS such as fluency-focusing, paraphrasing or using synonym, and 
technology-supporting (see Section 4.3.6). Firstly, the participants’ choice of the fluency-
focusing strategy reflects their focus on the communicational function of the conversation, 
rather than the grammar structures of English. This is one of the common features of Western 
educational methods in which Westerners concentrate more on the flow and nature of the 
conversation (Ballard & Clanchy, 1997; Mezger, 1992). Secondly, the participants’ use of the 
technology-supporting strategy highlights their awareness and ability to apply technological 
tools in education. This is consistent with Dang’s (2013) argument that, in our era of 
technological advances, the use of technology in education has become increasingly necessary. 
Finally, the participants who reported using the paraphrasing or using synonym strategy show 
their activeness and flexibility in language learning process. For example, when using English 
to solve her communication problems in a social situation, respondent AP07 said, “I did not 
feel anxious then. Instead, I used different ways to explain what I meant to him (the foreigner) 
by using synonyms or using body language”. It appears that the Vietnamese learners in the 
current study are no longer passive or dependent on their teachers. Instead, they are becoming 
more active and dynamic in their approach to problem solving in both academic and social 
practices.  
 
Overall, the findings suggest that the experiences of both Asian and Western teaching and 
learning methods of the participants are reflected in their choice and use of different Coping-
EOCS in their TNE APs in Vietnam. An important implication of these findings for educators 
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and stakeholders of the TNE APs is to draw on both Asian and Western teaching and learning 
methods in their practice. In particular, educators should encourage students to take advantage 
of their experiences by using strategies from either approach to solve their English oral 
communication problems more effectively.   
 
This section has discussed the current research findings in light of other findings on the 
relationships between the choice and use of Coping-EOCS and seven learner factors: 
motivational orientation, gender, English proficiency, academic major, educational setting, 
cultural effect, and experiences in teaching and learning methods. This discussion has 
addressed the first research question about the strategies Vietnamese students use to solve their 
English oral communication problems in TNE AP settings and the factors that influence those 
choices. The following sections will address the other research question, which focuses on the 
Developing-EOCS and the factors affecting their use. 
 
5.4. What strategies do Vietnamese students in the TNE APs use to 
develop their English oral communicative competence? 
 
As discussed in the methodology chapter and in the first section of this chapter, research 
question 2 was exclusively answered in the qualitative phase. Therefore, in this section and 
Section 5.5, the qualitative findings of Developing-EOCS and influencing factors will be 
discussed with reference to the studies discussed in the literature review.  
 
The literature review identified a number of studies focusing on the use of Developing-EOCS 
by language learners in both ESL and EFL contexts (Bui, 2009; Cheng, 2007; Huang & 
Naerssen, 1987; Oxford, 1990; Rubin, 1981; Rui-Ma, 2011; Tran, 1988; Yuan, 2012). The 
present study identified the use of Developing-EOCS by Vietnamese learners in a distinctive 
educational context: the English-medium TNE APs in a non-English-speaking country. 
Findings from the current study will be discussed in light of other findings on Developing-
EOCS in two aspects: the Developing-EOCS and categories of Developing-EOCS.  
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5.4.1. Developing-EOCS used by language learners 
 
The comparison of the current findings of 18 Developing-EOCS with Developing-EOCS 
previously identified in the literature will be presented in three groups: Group 1 consisting of 
Developing-EOCS that are consistent with findings in the literature, Group 2 consisting of 
Developing-EOCS that are partly consistent with the literature and Group 3 consisting of 
Developing-EOCS that are newly identified from this study.  
 
Group 1 – Developing-EOCS consistent with the literature 
 
Nine of the 18 Developing-EOCS identified in the current research are consistent with the 
findings of other studies, although several strategies were named differently. These strategies 
are preparing in advance for academic activity, cooperating with English speakers in classes, 
accessing English media sources, talking aloud, learning English culture, reacting in English, 
attending international conferences, using English translations of Vietnamese texts and 
cooperating with Vietnamese classmates. 
 
The most commonly used strategy in the current study was preparing in advance for academic 
activity. The students indicated that they were familiar with this strategy because they have 
been required to use it by almost all teachers since their early school years in Vietnam. Some 
participants explained that they would not feel confident to present orally in class if they had 
not prepared their speech before class (AP05, AP15 and AP18). This finding is consistent with 
the findings of Bui (2009) and Rui-Ma (2011), who found that their participants used this 
strategy to develop their oral communication skills with other international students or native 
speakers of English (both teachers and students) in an ESL educational context. When 
determining to employ this strategy, participants in all studies had the common goal of 
developing their English oral communication proficiency in an academic context. 
 
The identification of the cooperating with English speakers in class strategy is consistent with 
the findings of Bui (2009), Oxford (1990), Rubin (1981) and Tran (1988). Bui’s (2009) 
participants reported using Developing-EOCS such as talking with both international and 
Australian students and communicating more in English in class in Australian classrooms, 
while Rubin’s (1981) learners reported using the questioning other international students or 
English-native teachers in class, and initiating conversation with English-natives in classes 
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strategies in ESL classes. Tran’s (1988) participants reported using the attending ESL classes 
strategy in an English-speaking country so that they could have more interaction with teachers 
who are native speakers of English and other international classmates. The current study took 
place in an EFL context, which is different to the ESL context of other studies. As discussed 
earlier, in the ESL context, language learners are required to learn with native speakers of 
English and other international students who have a different native language. In contrast, in 
the EFL context, language learners have fewer opportunities to learn from native speakers of 
English.  
 
In the era of globalisation and modernisation, electronic multimedia has become integral to 
human lives all over the world. It was not unexpected that the participants of the current 
research combined learning and entertainment in their use of the accessing English media 
sources strategy. Some participants attributed their improvement in English communication 
competence to the use of this strategy. Visual materials such as English-language movies and 
auditory materials (e.g., English songs) motivate them in the process of learning English. 
According to Yuan (2012), authentic audio-visual materials provide a “richer source of input 
for language learners and have the potential to be utilized in a variety of ways and on different 
levels” (p. 234) to develop learners’ communication proficiency. This finding is consistent with 
the findings of other researchers (Huang & Naerssen, 1987; Rubin, 1981; Tran, 1988; Yuan, 
2012), who reported the popularity of this strategy among language learners in both ESL and 
EFL educational contexts. The adult participants (aged 40 and over) in Tran’s (1988) study also 
found watching the TV or listening to the radio an effective strategy because it helped them to 
develop their English proficiency and enrich their cultural knowledge at the same time. The 
participants of the current research said that they were motivated to watch popular television 
programs or their favourite Western films in English because they could listen to or practise 
(AP04 and AP08). This strategy is appropriate for learners of different English proficiency 
levels. Interviewee AP04 said, “at first, I watched Western films with subtitle on. Gradually, 
my English listening skill has been improved, I decided to turn off the subtitles while 
watching”. This suggests a pedagogical implication of a combination of both traditional text-
oriented materials and authentic visual materials to motivate and facilitate learners in a more 
communicative context.  
 
In the current research, nearly half of the interviewees indicated using the attending 
international conferences strategy to have more opportunities to develop their English 
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proficiency. This finding coincides with the identification of the attending conferences strategy 
by Bui (2009) and Rui-Ma (2011). Bui’s (2009) participants tried to attend both social and 
academic conferences, while Rui-Ma’s (2011) participants only focused on academic 
conferences, although both were living in English-speaking countries. However, the 
participants in the current study reported attending only academic conferences. There appear to 
be several reasons for the differences. One participant in the current study, (AP04) said that she 
only attended academic conferences that were relevant to her study and her interests. Some 
Vietnamese students in this study agreed that they did not know how to get information about 
international conferences due to their limited knowledge and skills with technology or their 
limited social network (AP01 and AP19).   
 
Analysis of the qualitative data in the present study showed that almost half of the respondents 
reported using the talking aloud and reacting in English strategies instead of cooperating with 
other people to practise togetherto develop their English proficiency. Their choices of these 
self-study strategies may have originated from their personalities (e.g., “I am a shy person, so I 
find it hard to practise speaking English with others”–AP08) or cultural effects (e.g., 
“surrounding people may think that I am showing off when I ask them to speak English with 
me” – AP13). AP15 said: 
We do not have many practical opportunities to communicate in English language inside AP 
classes with other Vietnamese classmates. Therefore, I have to create them myself…I often talk 
to myself in English in mirror… I try to self-correct my pronunciation while listening to 
Western music. 
 
This finding is consistent with the work of Huang and Naerssen (1987), Rubin (1981), and Rui-
Ma (2011), who explored the use of the thinking or talking to self in English, answering to self, 
and encouraging oneself to talk strategies, respectively. By using these strategies to develop 
their English oral communication skills, language learners are demonstrating an ability to make 
decisions independently and undertake critical reflection (Yuan, 2012). One of the 
disadvantages of these self-study strategies is that the learners might not be able to draw their 
own conclusions from their self-assessment or self-repairing, and they may not develop 
effective strategies to progress their English communication competence. As the interviewee 
AP17 said, “I do not know whether my pronunciations of new words are correct or not when I 
self-talk”. There is a need for more research on how to help learners to use self-study strategies 
more successfully in their oral communication improvement.  
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The qualitative data analysis revealed that two interviewees decided to use the learning English 
culture strategy as a Developing-EOCS after they experienced oral communication failures 
with native speakers of English. These students sought to prepare the necessary cultural 
knowledge of the English-speaking community for more effective social interactions with 
people from different cultural backgrounds. The finding confirms the intertwined and 
inseparable relationship between language and culture proposed by Hinkin (1995) and 
Mekheimer (2011). This is also consistent with the identification of the developing cultural 
understanding strategy identified by Oxford (1990). The participants of Yuan’s (2012) study 
also used this kind of strategy after they realised that acquiring knowledge of the target culture 
and pragmatic knowledge can facilitate the English proficiency in social intercultural 
interactions.  
 
The qualitative data analysis revealed that two interviewees used the using English translations 
of Vietnamese texts strategy instead of using the original English sources. They explained that 
they did not feel confident with their low English proficiency, and they believed that their 
knowledge of the original Vietnamese sources would help them to understand the English 
translations better. Cheng (2007) reported a similar finding of the translating from mother 
tongue strategy used by his Taiwanese participants in EFL classes. It appears thatthe 
participants of these two studies were familiar with the traditional English translation-focused 
teaching and learning methods in EFL educational context in Asian nations.  
 
One of the most popular Developing-EOCS used by the participants of the current research was 
the cooperating with Vietnamese classmates strategy. Working with peers to perform language 
activities (such as pair-work or oral presentations) allows them to be more confident and helps 
to increase the language learning outcomes (Yuan, 2012). This finding is consistent with the 
findings of Huang and Naerssen (1987) and Yuan (2012), who reported that Chinese 
participants used cooperative strategies in EFL classes in which there were no English-speaking 
classmates. These studies share a common EFL educational context with the present study. 
Students clarified that group work helps to “bring confidence to all participants” (AP15), and 
that, in the smaller groups, “students do not need to worry about losing faces when they make 
language mistakes in communication” (Yuan, 2012, p. 230).  
 
Overall, nine of the Developing-EOCS identified in the current research are consistent with a 
number of the Developing-EOCS previously reported in the literature, although the names of 
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the strategies may differ. These make a contribution to our understanding of the strategy use of 
learners in a new educational context, the English-instructed TNE APs in an EFL educational 
context. The following section presents the group of Developing-EOCS that are partially 
consistent with those reported in the literature.  
 
Group 2 – Developing-EOCS partially consistent with the literature 
 
Three of the Developing-EOCS identified in the current research– seeking English speakers in 
society, English practice with individual Vietnamese and listening to recordings of native 
English speakers – are partially consistent to the Developing-EOCS reported in the literature. 
The similarities and differences will be discussed for each Developing-EOCS.  
 
The identification of the seeking English speakers in society strategy is consistent with the 
findings of Bui (2009), Cheng (2007), Huang and Naerssen (1987), Rubin (1981) and Tran 
(1988), whose participants reported using the home-staying with an Australian family, spending 
more time with native speakers, speaking with native speakers, creating situation with natives 
to verify/test/practise, living in American neighbourhoods and practising with American friends 
strategies. These studies have two things in common in the strategy identification in the current 
research. First, the language users used the strategiesin cooperation with native speakers of 
English. Second, the purpose of using these strategies was to develop or improve English 
communication proficiency. However, the difference lies in the social contexts in which these 
participants were living. In the current research, the participants were learning and living in a 
non-English-speaking society; therefore, their opportunities to practise English with native 
speakers of English were so limited that they had to seek practical opportunities and English-
native interlocutors. In contrast, the participants in the other studies (Bui, 2009; Cheng, 2007; 
Rubin, 1981; Tran, 1988) were learning and living in an English-speaking society; therefore, 
they were able to, or even required to, use English in their daily activities. They were able to 
speak, spend time, home-stay or live with native speakers of English.  
 
The identification of the English practice with individual Vietnamese strategy used by the 
participants in the current research is partly consistent with Tran’s (1988) finding of the 
practising with Vietnamese friends strategy. The difference is that these strategies were used in 
two different social contexts. The participants in Tran’s (1988) study used these strategies with 
Vietnamese friends because of their Asian national-orientation culture (Tran et al. 2014). They 
 ------------------------------------------ 
278 
  
felt comfortable and confident with people who shared a similar cultural background and native 
language. However, in the current research, the participants used this Developing-EOCS with 
Vietnamese people because they had fewer opportunities to interact with native speakers of 
English in their social lives.  
 
One interviewee (AP19) used the listening to recordings of native English speakers strategy to 
develop his English proficiency. He reported that he was so insecure because of his low English 
proficiency that he decided to use this strategy to get used to the English accents and 
pronunciation of his teachers who were native speakers of English. This strategy also reflects 
the student’s ability to use technology, confirming the effectiveness of technological advances 
in education (Dang, 2013). The identification of this strategyin the current research is partly 
similar to that of Rui-Ma (2011), whose participants reported using the tape record the 
presentation strategy during their oral presentations in an academic context. Although the 
participants of both studies used these Developing-EOCS for academic practice, the purposes 
of using the strategy and their educational contexts are different. For example, AP19 recorded 
English native speakers’ voices to practise because of his limited practical opportunities with 
native speakers of English in his EFL context, while Rui-Ma’s (2011) participants recorded 
their own voices to evaluate their own English ability. 
 
The three Developing-EOCS discussed above are partially consistent with strategies previously 
identified in the literature. The differences are mostly due to the educational contexts in which 
these strategies were used. A number of suggestions have arisen to encourage more English 
language strategies used by TNE AP students in an EFL context. Firstly, TNE AP students 
should be provided with more opportunities to practise with native speakers of English in both 
academic and social contexts (e.g., native speakers of English in the teaching staff of the TNE 
APs). Secondly, more technological devices can be introduced to the EFL learners to facilitate 
their English oral communication improvement.   
 
The next section describes the Developing-EOCS that were newly identified in the current 
research and thereby contribute significantly to the limited literature on Developing -EOCS. 
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Group 3 – Developing-EOCS newly identified from this study 
 
Six Developing-EOCS identified from the qualitative data analysis have not been previously 
reported in the literature. These are the sharing language learning experiences, organising 
extra activities with English academics, rote vocabulary learning, English practice in 
Vietnamese groups, imitating English speech and accessing online expertise strategies. Specific 
information relating to the use of these strategies was described in Section 4.3.4. Here, 
explanations for the usage of these Developing-EOCS by the Vietnamese participants of the 
present research will be presented.  
 
The identification of the sharing language learning experiences strategy appears to be new in 
both Vietnamese and international educational research. The literature on Asian and Western 
educational systems suggests that education in Asian nations in general, and in Vietnam in 
particular, is considered as a competitive environment in which exam results are evidence of 
learners’ achievements in their studies (Le, 2006; Nguyen, 2014; Tran et al., 2014). Therefore, 
from their earliest school experiences, Asian learners are familiar with the Asian self-learning 
methods. The finding in the current research supports Nguyen’s (2014) finding that Vietnamese 
students are now “more open and more autonomous than previous generations” (p. 157) and 
that they tend to work together and share their different sources of information and learning.  
 
The analysis of the qualitative data revealed that the participants used two of the Developing-
EOCS (rote vocabulary learning and imitating English speech) because of their prior 
experiences of rote and memory learning methods. Traditionally, when Vietnamese students 
begin to learn English in primary school, they are required to memorise English words or 
expressions and imitate the English native speaker’s pronunciation or intonations from texts or 
visual materials. For example, one interviewee said that he often imitated and repeated an 
English speaker’s voice while “listening to English favourite songs” (AP04). According to 
Yuan (2012), many Asian teachers of the English language believe that imitation and 
memorisation are the most effective methods to achieve English oral communication 
proficiency in EFL learning. Because the current research aims to investigate the choice and 
use of these strategies, no evidence was available on the success or failure of these strategies. 
Further research is suggested to evaluate the effectiveness of these strategies for more thorough 
insight.   
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In the current research, the participants’ use of two other Developing-EOCS (organising extra 
activities with English academics and English practice in Vietnamese groups) reflects their 
creativity and desire in English oral communication acquisition. In this EFL academic context, 
the participants at first had few opportunities to interact with teachers who were native speakers 
of English and other international exchange students. AP04 explained that in one semester they 
had only two or three weeks of learning with foreign teachers from a Western educational 
partner. Sometimes one or two international exchange students attended a TNE AP class for 
one or two semesters. Consequently, on these occasions, almost all of the TNE AP students 
were eager to interact or talk with foreign teachers or students about their academic issues. This 
helps to explain why several TNE AP students used the organising extra activities with English 
academics strategy to develop their English proficiency, and that they found these strategies to 
be effective. For example, participant AP13 said, “during our picnics, we could chat freely in 
English with them (foreign teachers and international students), out of our stressful academic 
context”. In contrast, in the EFL social context, Vietnamese participants managed to cooperate 
with other Vietnamese learners who share an interest and desire to developing English 
proficiency.  
 
The identification of the accessing online expertise strategy used by Vietnamese participants is 
a new contribution to our knowledge about language learning strategies in an EFL context. 
There are two explanations for the choice of this strategy by Vietnamese participants. Firstly, 
the strategy reflects the participants’ awareness and experiences in applying technology to the 
language learning process as a result of the global trend towards using technological 
advancements (Dang, 2013). Secondly, using this strategy, by asking strangers with whom that 
had no previous face-to-face social interaction, these Vietnamese learners did not have to worry 
about losing face, which is an Asian culture-related issue.  
 
The identification of these new Developing-EOCS highlights significant contributions to the 
limited research on Developing-EOCS in an EFL context. Firstly, Vietnamese students are not 
always passive in their English learning, as had been reported in the literature. Their activeness 
and creativeness are reflected from their use of the Developing-EOCS such as sharing 
language learning experiences and organising extra activities with English academics. Also, 
the capability of the Vietnamese students in using technological advancements in their English 
development is indicative of their autonomy, in accordance with their traditional role of Asian 
rote language learners in the globalisation.  
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This section has discussed the identification of 18 Developing-EOCS used by the current 
research participants in relation toreports of Developing-EOCS in the literature. Nine 
Developing-EOCS are consistent with those reported in the literature, three Developing-EOCS 
are partially consistent with those reported in the literature and six Developing-EOCS were 
newly discovered in the current research. The identification of the new Developing-EOCS 
creates a fresh image of Vietnamese learners, one that sees them as active, creative and 
autonomous language learners. This view replaces the stereotypes found in the literature of 
Vietnamese students being passive and dependent language learners. The identification of the 
new Developing-EOCS also suggests a need for the consideration of both Asian and Western 
cultural and pedagogical backgrounds to facilitate the development of English oral 
communication skills for learners in the TNE APs in an EFL context.  
 
The extent to which the 18 Developing-EOCS can be classified into broader categories will be 
discussed in the following section. Justification will be given for the inclusion of particular 
strategies within each category. 
 
5.4.2. Classifications of Developing-EOCS 
 
As a result of the literature review, the researcher classified the known Developing-EOCS into 
three categories. The first category, based on interlocutor cooperation in academic contexts, 
was referred to as Academic Cooperative Strategies. The second category, based on 
interlocutor cooperation in social contexts, was referred to as Social English-Speaker 
Cooperative Strategies, and the third category, based on self-reliance, was referred to as 
Independent Strategies. While the Academic Cooperative Strategies involved native and non-
native speakers of English, the Social English-Speaker Cooperative Strategies involved only 
native speakers of English. The findings of this study extend the Social English-Speaker 
Cooperative Strategies category by including newly identified strategies involving non-native 
speakers of English. As a consequence, this category will now be referred to as Social 
Cooperative Strategies. These three categories are described in more detail below. 
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(1) Academic Cooperative Strategies  
 
The Academic Cooperative Strategies category includes the Developing-EOCS that were used 
by the participants with both English speakers and non-English speakers in the academic TNE 
AP context. Four of the 18 Developing-EOCS are in this category: cooperating with 
Vietnamese classmates, cooperating with English speakers in classes, sharing language 
learning experiences and organising extra activities with English academics. The analysis of 
the qualitative data revealed that the cooperating with Vietnamese classmates and cooperating 
with English speakers in classes strategies were the most frequently used.  
 
As discussed in the literature review, a number of Developing-EOCS identified by other studies 
were included in this category; however, these were used in different educational contexts (see 
Section 2.2.2).  
 
(2) Social Cooperative Strategies 
 
This category consists of the eight Developing-EOCS that the research participants used to 
have more interaction with either native speakers of English or Vietnamese interlocutors in a 
social EFL context. Five of these eight strategies involved native speakers of English and 
included attending international conferences, seeking English speakers in society, accessing 
English media sources, learning English cultures and accessing online expertise. The 
remaining three strategies involve Vietnamese native speakers and included English practice in 
Vietnamese groups, English practice with individual Vietnamese and using English translations 
of Vietnamese texts.  
 
In Vietnam’s EFL context, learners do not have many opportunities to communicate with 
native speakers of English in social activities. Therefore, the participants had to seek out or 
create opportunities to interact with foreigners by attending international conferences, making 
friends with foreign visitors or looking for part-time jobs in foreign-related businesses. These 
participants were willing to broaden their opportunities to practice English internationally, 
beyond the EFL context of Vietnam, by taking advantage of technological devices (e.g., the 
accessing online expertise strategy).  
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It is important to note that the attending international conferences strategy could be included in 
either this category or in the Academic Cooperative Strategies category. Although, most of the 
international conferences that the participants attended were related to educational activities, 
they are included in this category because they reflect the participants’ attempts to interact with 
foreigners socially rather than in their academic TNE AP practice. As discussed in the literature 
review, a number of the Developing-EOCS identified by other studies were included in this 
category but they were used in different educational contexts (see Section 2.2.2). 
 
(3) Independent Strategies  
 
The six Developing-EOCS included in this category reflect the independence of the language 
learners or self-preparation towards English language improvement. These strategies are 
preparing in advance for academic activity, talking aloud, rote vocabulary learning, reacting 
in English, imitating English speech and listening to recordings of native English speakers 
strategies. Of these strategies, the most commonly used were preparing in advance for 
academic activity followed by talking aloud.  
 
There are two important issues related to this category. Firstly, most of the Developing-EOCS 
in this category are prompted by participants’ activities in a variety of settings: the academic 
setting (e.g., the talking aloud strategy), the social setting (e.g., the reacting in English strategy) 
and the home setting (e.g., the imitating English speech strategy while watching television). 
Secondly, the Developing-EOCS included in this category are indicative of the self-
determination of the users rather than cooperation. The literature review discussed the concepts 
of cooperative and independent strategies by several researchers (Cheng, 2007; Færch & 
Kasper, 1983; Oxford, 1990). A number of the Developing-EOCS identified by other studies in 
the literature are similar to those in this category, although they were used in different 
educational contexts (see Section 2.2.2). 
 
This revised categorisation of the 18 Developing-EOCS (see Table 5.2 below) represents a 
significant contribution to Developing-EOCS research because it points to the role of 
interaction with both native and non-native speakers of English in academic as well as social 
contexts in improving English oral communication by Vietnamese students. The following 
section will discuss the findings of the relationships between the choice and use of the 
Developing-EOCS and learner factors.  
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Table 5.2 
Categories of Developing-EOCS in the Current Research (N=20) 
 
Developing-EOCS categories Developing-EOCS 
Academic Cooperative Strategies Cooperating with Vietnamese classmates  
Cooperating with English speakers in classes 
Sharing language learning experiences* 
Organising extra activities with English academics* 
Social Cooperative Strategies  
 
Accessing English media sources  
Learning English cultures  
Seeking English speakers in society 
Attending international conferences  
Accessing online expertise   
English practice in Vietnamese groups* 
English practice with individual Vietnamese* 
Using English translations of Vietnamese texts 
Independent Strategies  Imitating English speech* 
Talking aloud 
Reacting in English 
Rote vocabulary learning* 
Listening to records of native English speakers 
Preparing in advance for academic activity 
Note: * these strategies were identified from the research study. 
 
 
5.5. What influences the choice and use of these Developing-EOCS? 
 
The literature review showed that there is limited research on the relationships between the 
choice and use of Developing-EOCS and learner factors in diverse educational and social 
contexts. Therefore, the findings of the current research on these relationships play an 
important role in informing discussion in this area and suggest a strong direction for future 
research. The discussion of the relationship between choice and use of Developing-EOCS will 
be presented in terms of individual learner factors: motivational orientation, English 
proficiency, gender, Asian cultural and educational background, academic major, and 
educational setting.  
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This section begins by summarising the new knowledge identified in the study of the factors 
influencing the choice of Developing-EOCS, and is followed by a discussion of this knowledge 
within the context of the relevant literature.  
(i) The more motivational orientationsthe Vietnamese participants exhibited, the more 
Developing-EOCS they tended to use to improve their English oral communication 
proficiency in both academic TNE APs and social EFL contexts. This finding 
suggests a need for educators to pay attention to the learners’ motivational 
orientations.  
(ii) The English proficiency levels of the participants were closely related to their choice 
and use of Developing-EOCS in both academic and social practices. Participants 
with higher English proficiency were more likely to use Developing-EOCS that 
involved more interaction with native speakers of English, while participants with 
lower English proficiency tended to choose Developing-EOCS that focused more on 
Vietnamese native speakers in both academic TNE APs and social EFL contexts.  
(iii) Female and male students made different choices of Developing-EOCS. Female 
students tended to use Developing-EOCS that involved cooperation with other 
interlocutors, while male students tended to use Developing-EOCS that reflected a 
more independent approach to improving their English oral communication skills. 
These differences are due to the traditional roles of men and women within 
Vietnamese society. However, both female and male students showed their desire to 
use Developing-EOCS that had greater interaction with native speakers of English. 
This finding brings a new understanding of Vietnamese students that presents 
Vietnamese students as active and dynamic learners, instead of passive or dependent 
learners as depicted in the literature.   
(iv) The choice and use of Developing-EOCS had a significant connection to 
participants’ cultural experiences and educational backgrounds. This suggests that 
educators and stakeholders of the TNE APs should pay more attention to using a 
variety of teaching and learning methods with learners from different cultural 
backgrounds. There is a need for educators to understand the learners’ cultural and 
educational backgrounds to facilitate Developing-EOCS use in their learners.  
(v) There was a strong relationship between the choice of Developing-EOCS by 
Vietnamese students and the academic major they were pursuing. This is because 
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different academic majors in Vietnamese universities require different English 
competence levels.  
(vi) The location of the educational settings in which students were studying was closely 
related to their choice and use of Developing-EOCS in academic and social contexts. 
Further research needs to be undertaken into the choice of Developing-EOCS by 
learners of a wider range of educational settings both nationally and internationally.  
 
The following discussion integrates the findings of the relationship between Coping-EOCS use 
and learner factors in the context of the literature.  
 
5.5.1. Motivational orientation 
 
The analysis of the qualitative data revealed a close connection between the motivational 
orientation of the participants and their choice of Developing-EOCS in both academic and 
social practices. The more types of motivational orientation participants have, the more 
Developing-EOCS they tended to use to develop their English oral communication proficiency. 
Interviewee AP09 reported that the more motivated he felt, the more he used Developing-
EOCS. For example, AP09 said that he decided to use the learning English culture strategy 
after he realised the importance of culture to the language learning process. This finding is 
further evidence of the type of insights provided by qualitative data, and as Rui-Ma (2011) 
argues, gives details of the real story.  
 
This finding is consistent with that of Seyhan (2000) who reported that the use of Developing-
EOCS by learners in an ESL educational context was related to the types of motivational 
orientation they had towards their study. Similar to the current study, Seyhan’s (2000) study 
explored these relationships with a qualitative interview and observational research tool. This 
suggests that there is a need for further research on the role of student motivationsand the use of 
Developing –EOCS involving larger samples and an extended range of methodologies. 
 
5.5.2. English proficiency 
 
In the current research, there were considerable differences among participants of different 
English proficiencies in the choice of Developing-EOCS. Participants with higher English 
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proficiency used Developing-EOCS that involved native speakers of English in both academic 
and social contexts (e.g., cooperating with English speakers in classes, seeking English 
speakers in society and accessing English media sources) more than participants with lower 
English proficiency. However, participants of lower English proficiency used Developing-
EOCS that involved Vietnamese classmates in academic contexts or Vietnamese people in 
social contexts (e.g., cooperating with Vietnamese classmates, and English practice with 
individual Vietnamese) more than participants with higher English proficiency. By using these 
strategies with Vietnamese interlocutors, the students with lower English proficiencies were 
able to use their mother language to support and facilitate their English improvement.  
 
This finding is consistent with Cheng’s (2007) finding of the relationship between the choice of 
Developing-EOCS and English proficiency levels of participants in the ESL educational 
context. Cheng (2007) reported that participants with higher English proficiency more 
frequently used the spending more time with English native speakers strategy, but less often 
used the translating from mother tongue strategy compared with participants of lower English 
proficiency (see Section 2.2.2).  
 
5.5.3. Gender 
 
Even though there was a disproportionate number of females compared to the number of males 
in the sample, the analysis of the qualitative data revealed that gender had a considerable effect 
on the use of Developing-EOCS. Female participants were more likely to use Developing-
EOCS that involved cooperating with others such as classmates or foreign teachers (e.g., 
cooperating with Vietnamese classmates, sharing language learning experiences and seeking 
English speakers in society). On the other hand, male participants tended to use Developing-
EOCS from the Independent Strategies category (e.g., rote vocabulary learning and talking 
aloud) or technology-supporting strategy (e.g., accessing English media sources and accessing 
online expertise). This result strongly supports the work of other researchers (Oxford, 1995; 
Yuan, 2012; Zhao & Intaraprasert, 2013), who reported that male students in Asian cultures are 
more independent in their language learning than female students who tend to seek suggestions 
or cooperate with other people instead of learning by themselves. These differences could be 
explained by the inherited cultural positions of men and women from traditional Vietnamese 
society, in which Vietnamese men are regarded as the decision makers, while Vietnamese 
women are referred as the followers and dependents in the family or society (Tran, 1988).  
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Both the female and male participants in the current study showed their preference and 
eagerness for choosing several of the Developing-EOCS related to interacting with native 
speakers of English to develop their English oral communication skills. This finding is 
consistent with Rui-Ma’s (2011) finding of no significant effects of gender on the use of 
Developing-EOCS in an ESL context. However, this finding is different from the findings of 
Tran’s (1988) study in an ESL context and Yuan’s (2012) study in an EFL context. Tran (1988) 
reported that a minority of both female and male participants in her study chose Developing-
EOCS involving native speakers of English to develop their English proficiency (e.g., living in 
American neighbourhoods and practising English with Americans; see Section 2.2.2). The 
difference in these findings appears to be due to differences in the participants of the two 
studies. Participants in the current research were Vietnamese students aged from 18 to 23 years, 
while the participants in Tran’s (1988) study were Vietnamese refugees aged from 40 to 60 
years who had migrated to the United States after the war. To some extent, their gender and 
their Asian cultural background restricted them from communicating with American natives. 
As Tran (1988) noted, “traditional Vietnamese culture tends to discourage women from 
interacting and socialising with foreigners” (p. 756). Therefore, the different motivations 
towards English oral communication development of the current research participants and 
Tran’s participants may have led to different choices of Developing-EOCS. Yuan’s (2012) 
Chinese EFL learners were found to be reluctant to take opportunities to interact with native 
speakers of English, even though they recognised the value of doing so. These Chinese learners 
explained that they often became nervous and uncomfortable when conversing with native 
speakers of English, which might limit the effectiveness of the strategies they used (Yuan, 
2012).  
 
The different findings of the current research are interesting and suggest a need for more 
research to be undertaken on the Developing-EOCS use of participants from a larger, more 
representative sample involving diverse ages and social classes. 
 
5.5.4. Academic major 
 
The findings revealed significant differences in the choice and use of Developing-EOCS among 
participants of the three academic majors (International Business Administration, Finance and 
Crop Science) in the TNE APs in Vietnam.  International Business Administration students 
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used Developing-EOCS involving English speakers (e.g., cooperating with English speakers in 
classes, seeking English speakers in society and learning English cultures), while the Crop 
Science students used Developing-EOCS involving Vietnamese partners (e.g., cooperating with 
Vietnamese classmates, English practice with individual Vietnamese and English practice in 
Vietnamese groups). International Business Administration and Finance students both used 
Developing-EOCS from the Independent Strategies category (e.g., talking aloud, reacting in 
English and imitating English speech) more than the Crop Science students.  
 
This finding is consistent with Rui-Ma’s (2011) finding of a significant difference in the use of 
Developing-EOCS among participants from different academic fields. The participants in the 
current study were using Developing-EOCS to develop their English proficiency in their TNE 
APs in an EFL educational context, while the participants of Rui-Ma’s (2011) study were from 
international programs in an ESL educational context. This suggests that there is a need for 
more research on the relationship between academic majors and Developing-EOCS usage in 
diverse educational contexts. 
 
5.5.5. Educational setting 
 
The current study was conducted at three educational settings that differed in terms of courses 
provided, reputation and location (see Section 3.3). The research results indicated that the 
educational location where the participants were studying had close connections with their 
choice and use of several Developing-EOCS such as seeking English speakers in society and 
attending international conferences. The Hanoi Agriculture University is located in a suburban 
area of Hanoi city, more than 30 kilometres from the city centre. Therefore, the students at 
Hanoi Agriculture University had fewer opportunities to interact with foreigners both socially 
and academically. As participant AP18 said, “I had to travel to Hanoi centre (about 30 
kilometres) to talk with foreign visitors”.   
 
Also, the qualitative data analysis indicated that the university environment (e.g., different 
courses provided) and the educational activities offered could have influenced their practical 
opportunities for using Developing-EOCS. AP17 explained that, “our Foreign Trade University 
is the most well-known by frequently hosting international and national conferences and 
events”, while interviewee AP04 from the National Economic University said, “my university 
hasn’t hosted many international conferences for students in the current TNE APs, and most of 
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conferences are for students of other local faculties”. The evidence of the different choice of the 
attending international conferences strategy between participants of the two university 
environments confirm Gardner’s (1985) assertion about the connection between the learning 
context and the language learning strategies by learners, and also supports the aspects of 
Bandura’s (1986) social cognitive theory (see Section 2.4). In short, there are indications of a 
strong connection between educational setting and the choice of Developing-EOCS by the 
participants to improve their English oral communication competence. 
 
5.5.6. Cultural effect 
 
The qualitative analysis demonstrated learners' capacity to adopt or make use of strategies 
influenced by their immersion of Western oriented cultural practices (e.g., in their use of the 
cooperating with English speakers in classes, learning English culture, accessing online 
expertise and seeking English speakers in society strategies).  
 
However, the Eastern cultural background of the participants also had an impact on their choice 
and use of several Developing-EOCS (e.g., in their use of the cooperating with Vietnamese 
classmates, talking aloud, English practice in Vietnamese groups, English practice with 
individual Vietnamese and approaching translated English sources strategies). This finding 
confirms Le’s (2006) statement that cultural background and knowledge play a vital role in 
cross-cultural interactions, and the “shared cultural understanding among the interlocutors 
seemed to facilitate their communication” (p. 228). The finding is also consistent with that of 
Rui-Ma (2011), who reported different choices of gesture-related Developing-EOCS of 
participants in a qualitative study from different cultural backgrounds (South Korean, and Peru; 
see Section 2.2.2).  
 
Overall, the research findings show that both Asian and Western cultural practices are reflected 
in the use of Developing-EOCS by the students of TNE APS in Vietnam. This finding makes a 
significant contribution to the limited research on these relationships in the TNE AP context. 
The finding suggests that teachers in these TNE APs need to recognise the role of cultural 
background of language learners when making pedagogical decisions in different ESL or EFL 
education.  
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5.5.7. Experience of teaching and learning methods 
 
The research results showed the use of several of the Developing-EOCS was influenced by the 
participants’ experiences of Eastern and Western teaching and learning methods. The use of the 
strategies rote vocabulary learning and imitating English speech reflected the traditional 
language learning methods of Asian educational systems, in which memorisation and repetition 
are encouraged.   
 
Many researchers have identified memorisation as a popular learning method of Vietnamese 
EFL and ESL students (Dang, 2010; Nguyen, 2014; Pham, 2009). Dang (2010) claimed that 
“being strongly considered part of the Eastern culture, the popular philosophy of educational 
practices in Vietnam is more associated with absorbing and memorising than experimenting 
and producing knowledge” (p. 5). Similarly, Lewis and McCook (2002) noted that “in second 
language learning classes, language outcome is expected to be error-free, and memorisation is 
valued” (as cited in Nguyen, 2014, p. 164). Pham (2009) found that Vietnamese students’ 
preferences for rote learning in English classes cannot be avoided in Vietnam because it is a 
commonly used method in many disciplines at university levels. Rote learning is popular in 
other Asian nations, and “many Asian schools rewarded repeating and memorizing the 
knowledge taught by teachers rather than learning initiatives taken by the students” (Chang et 
al., 2011, p. 205).  
 
The current research findings are consistent with those of Rui-Ma (2011), who noted that prior 
language learning experiences affected learners’Developing-EOCS use. For example, in Rui-
Ma’s (2011) study, one interviewee who had previous experience of learning French thought 
that interacting with native speakers was the best strategy for developing spoken English, while 
another interviewee who experienced oral communication failure with native speakers of 
English decided to use the watching TV dramas as the main Developing-EOCS instead of face-
to-face practice. 
 
Many participants said that they did not usually share their learning experiences with other 
classmates because of their prior Asian learning experiences. AP13 said, “I do not have the 
habit of sharing my experiences with others”, and AP09 explained, “I have hardly shared my 
language learning strategies with teachers and classmates because I see that in class, none of 
them asked me to do so”. The literature review shows that the Vietnamese educational system 
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is competitive and outstanding students with higher exam scores are given rewards or 
scholarships. Children’s study achievements bring pride to their parent (Le, 2006). Nguyen 
(2014) reported that “Vietnamese teachers and students did not share or negotiate learning of 
the lessons” (p.166).  
 
A number of Developing-EOCS were used by the participants, possibly as a result of the 
influence of the Western language teaching and learning methods. These included sharing 
language learning experiences, seeking English speakers in society and reacting in English. 
This finding supports the arguments of a number of researchers who discussed Western 
teaching and learning methods (Ballard & Clanchy, 1997; Brown, 2007a; Chang et al., 2011; 
Mezger, 1992). Mezger (1992) found that Western learners were willing to discuss or cooperate 
with other learners, while Chang et al. (2011) found that Western learners were more active and 
risk-taking learners compared with Eastern learners who were more passive.  
 
This section has discussed the relationships between the choice and use of Developing-EOCS 
and seven learner factors: motivational orientation, gender, English proficiency, academic 
major, educational setting, cultural effect and experience of teaching and learning methods.  
 
This section has focused on the strategies that Vietnamese students use to develop their English 
oral communication skills in TNE APs in Vietnam and the factors that influence their choices. 
The following section summarises this chapter and introduces the last chapter of the thesis.   
 
5.6. Summary 
 
This chapter has integrated the twophases of research findings and discussed these with 
reference to other findings summarised in the literature review. The chapter was organised to 
address the two research questions with four sub-research questions:  
1a:  What strategies do Vietnamese students in the TNE APs use to cope with the 
problems they encounter in English oral communication?  
1b:  What influences the choice and use of these Coping-EOCS? 
2a:  What strategies do Vietnamese students in the TNE APs use to develop their 
English oral communicative competence?  
2b:  What influences their choice and use of these Developing-EOCS?  
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The research participants were Vietnamese students who were undertaking TNE APs in 
universities in Vietnam. English is the primary educational tool in these programs, and 
therefore, English oral communication competence and the strategies used by these participants 
to cope with oral communication problems in English and develop English oral communication 
proficiency are the focused of the current research.  
 
The analysis identified 19 Coping-EOCS used by the participants to cope with their English 
oral communication problems in both academic and social practices. The Coping-EOCS were 
divided into two categories: Reduction Speaking and Listening Strategies (nine strategies) and 
Achievement Speaking and Listening Strategies (10 strategies). After comparison with the 
literature review of the Coping-EOCS, three new strategies have been identified by the current 
study. This finding provides a strong direction for further research. The findings indicated 
significant connections between the choice of Coping-EOCS and gender, English proficiency, 
motivational orientation, academic major, cultural background, and experience of teaching and 
learning methods. However, there was no effect of educational setting on the choice and use of 
Coping-EOCS.  
 
The analysis identified 18 Developing-EOCS used by the participants to develop their English 
oral communication proficiency in both academic and social contexts in Vietnam. The 
Developing-EOCS were classified into three categories: Academic Cooperative Strategies, 
Social Cooperative Strategies and Independent Strategies, because no previous classification of 
Developing-EOCS was available in the literature. Compared with the literature review of 
Developing-EOCS, six new Developing-EOCS were identified by the current research. The 
choice and use of these 18 Developing-EOCS by Vietnamese students was significantly 
associated with their gender, English proficiency, motivational orientation, academic major, 
cultural background, educational setting, and experiences of teaching and learning methods.  
 
The findings and discussions in this chapter suggest that there are a number of issues relating to 
the influencing factors on the choice and use of both Coping-EOCS and Developing-EOCS that 
should be expanded or further investigated. These are discussed in the following chapter.  
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Chapter 6: Conclusion 
________________________________________ 
 
 
This chapter discusses the contributions of this study to what is known about the English Oral 
Communication Strategies (EOCS) used by learners of Transnational Educational Advanced 
Programs (TNE APs) in an English as a Foreign Language (EFL) context (Section 6.1). This is 
followed by a discussion of the pedagogical implications of the research for the teaching and 
learning of English in Vietnamese higher education (Section 6.2) and a consideration of the 
limitations of the study (Section 6.3). The chapter concludes by suggesting recommendations 
for further research (Section 6.4).  
 
6.1. Contributions of the research 
 
In the current research, EOCS were defined as the tools that learners of English use to 
overcome their English oral communication problems and to develop their English oral 
communicative competence in academic and social practices. Two important functions, 
problem solving and competence enhancing, are combined in this definition of EOCS. This is 
important for teachers and educators in acknowledging the OCS used by learners of English in 
diverse contexts. The current research provides a framework for EOCS that includes 
bothCoping-EOCS and Developing-EOCS and can be used to inform practice and further 
research in this field.   
 
The results of this research suggest that Vietnamese learnersuse a wide range of EOCS to solve 
their English oral communication problems and develop their oral communication skills. This 
reflects both the traditional teacher-centred approach and the recently adopted student-centred 
approach to the teaching and learning of English. For example, some participants chose not to 
interrupt their teachers to ask for assistance or to practise their English (the traditional teacher-
centred approach), while others usednon-verbal meansto support their English conversations, 
directly asked foreign teachers for assistance in academic contexts and sought opportunities to 
practise with native speakers of English in social life (the new student-centred approach). 
Although the Vietnamese government has encouraged and mandated student-centred 
educational methods in the Vietnamese educational system for a period, the fact that many 
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Vietnamese students use strategies influenced by the traditional teacher-centred approach 
suggests that a more sensible approach would be to systematically explore the advantages 
afforded by both Asian and Western language teaching approaches 
 
Another significant contribution of the current research is the finding that, to facilitate their 
English language learning acquisition in the Vietnamese EFL context, the participants used 
technological tools (e.g., internet, virtual expertise and authentic multimedia) in addition to the 
more traditional text-based materials and face-to-face educational support. This demonstrates 
the Vietnamese learners’ awareness of the critical role of technology in education. Their 
capacity to use technology to achieve their communication goals supports the above suggestion 
for a more integrated use of teacher-centred and student-centred approaches.   
 
The research results reveal that the cultural and educational backgrounds of learners play an 
important part in their choice and use of EOCS in both academic and social practices. These 
Asian learners, who were already familiar with teacher-centred educational methods, 
experienced Western student-centred educationalmethods in the TNE APs. As a result, their 
choice and use of EOCS reflected both Asian and Western cultural features and the influences 
of both teacher-centred and student-centred educational methods. More importantly, the 
research found that the shared cultural understanding and bilingual languages of the 
interlocutors greatly assisted theircommunication processes. For example, whenever the 
participants experienced difficulties in English conversation, they momentarily reverted to the 
Vietnamese language to express their meaning and achieve their communication goals. This 
contrasts with the literature on language switching in which this strategy is used by one 
communicator regardless of whether or not the language used is accessible to the other. 
 
The analysis of the qualitative data shows that the communicative context (social or academic) 
has an influence on the use of Developing-EOCS by Vietnamese learners. This provides abasis 
for classifying Developing-EOCS into three categories depending on the extent to which 
students practise collaboratively or independently: Academic Cooperative Strategies, Social 
Cooperative Strategies and Independent Strategies. This is an entirely new contribution to this 
field that offers significant scope for future research. Future research could consider how the 
Developing-EOCS in the Academic Cooperative Strategies category translate to, or are evident 
in, other academic majors. These categories are also of value to practitioners because they 
reflect the students’ perspectives and suggest that different language learners have different 
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ways of engaging in English oral communication with different interlocutors (e.g., classmates, 
friends, relatives or English-speaking strangers), in different contexts (e.g., social or academic) 
or, in some cases, completely on their own irrespective of context.  
 
This research makes an important methodological contribution to the field. The researcher 
collected quantitative survey data to increase the validity of the research findings and to obtain 
general information on the English oral proficiency levels, motivational orientations and the 
types of Coping-EOCS used by a large population of Vietnamese students. The quantitative 
phase of the research was used to identify participants for the qualitative phase of the research. 
The qualitative data were collected to obtain more specific and in-depth information about the 
EOCS used by the participants to enrich and support the quantitative data results. The 
qualitative phase of the research helped to explore several learner factors (e.g., cultural and 
English language background) that were ignored in the quantitative phase of the research. 
Equal priority was given to the analysis and interpretation of the quantitative and qualitative 
data in this study. Most studies on EOCS usage and influencing factors have used only one data 
source (Bui, 2009; Cheng, 2007; Dang, 1994; Hsieh, 2014; Lafford, 2004; Lu, 2005; Tarone & 
Yule, 1987; Thinh, 1999; Tran, 1988; Yin, 2008; Zhao & Intaraprasert, 2013), while a few of 
the studies used a mixed methods design but with greater weight given to the quantitative data 
(Rui-Ma, 2011; Seyhan, 2000).  
 
In summary, the present study has made significant contributions to the limited research on 
EOCS in different educational contexts. The mixed methods design of this study has helped to 
identify a number of EOCS that have not been identified previously.  
 
6.2. Pedagogical implications for practice 
 
This section considers the pedagogical implications of this research for English language 
teaching and learning in Vietnamese universities in general, and in TNE APs in particular.  
 
There are three implications for curriculum design and the development of the TNE APs. 
Western curricula are designed for students from Western cultural backgrounds who are 
familiar with Western student-centred educational approaches. However, the students of the 
TNE APs in Vietnam are students from an Asian cultural background, who are familiar with 
teacher-centred educational approaches. A specialised curriculum for TNE APs based on a 
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combination or integration of the two educational approaches and a consideration of Asian and 
Western cultural features will provide learners with a diverse range of educational methods that 
are appropriate to their English competence. The second implication is related to the academic 
knowledge contained Western textbooks and learning materials, which may be irrelevant to, or 
inappropriate for, Vietnamese learners. For instance, in the Crop Science TNE AP between 
Hanoi Agriculture University and University of California in the United States, many textbooks 
refer to different types of sub-tropical plants or trees that Vietnamese students are not familiar 
with because these plants do not exist in Vietnam’s tropical forests. Similarly, Vietnamese 
students of the Accounting TNE AP between Hanoi Economic University and Long Beach 
University in the United States find it hard to understand the terms and processes used in 
American accounting systems, which are completely different from those used in Vietnam. 
Therefore, the teaching material and the textbooks used in the TNE APs should be thoroughly 
examined by educators and teaching staff rather than uncritically imported from Western 
educational institutions.  
 
Given that the TNE APs are conducted in Vietnam, where English is used as a foreign language 
both academically and socially, the opportunities for students to practise with native speakers 
of English are limited. This suggests that the designers and implementers of the curricula of the 
TNE APs should consider increasing the opportunities for Vietnamese learners to practise 
communicating in English (e.g., by including more communication-based teaching and learning 
methods by native speakers of English in the language teaching curriculum, and providing 
more academic and social activities with English speakers).  
 
There are two implications for the teaching and learning of English as a foreign language in 
Vietnamese schools. Teachers need to take advantage of their mother tongue in facilitating 
English oral communication among students who share the same mother tongue. Moreover, 
teachers can balance their grammar-based instruction by introducing and incorporating 
communication-based teaching and learning methods into the English language curriculum to 
provide learners with the opportunity to choose the methods that are most appropriate to their 
circumstances. Increasing interaction and cooperation between teachers and students in 
classroom activities will help students to develop their oral communication skills.  
 
Learning and teaching materials play an important part in helping learners to master the content 
of a particular subject. In Vietnam, both teachers and students heavily rely on printed textbooks 
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in EFL classes, a practice that does not encourage creativeness and autonomy in the learners 
(Nguyen, 2014). The research results show that Vietnamese learners are more interested in 
accessing authentic learning multimedia (e.g., watching Western movies and live shows) and 
technological tools (e.g., asking online virtual experts or using online translation tools) to solve 
their English oral communication problems and improve their oral communicative competence. 
Innovating and modernising English language teaching and learning materials to include a 
range of authentic and electronic sources is needed to motivate and engage learners.  
 
The significant differences in the choice of EOCS among learners of different gender, 
motivational orientation and English language proficiency suggest that it may be beneficial for 
teachers of students in the TNE APs to consider group-based activities so that learners with 
similar needs and preferences can help each other with a wider range of EOCS. 
 
6.3. Limitations 
 
There are several limitations of the present study due to the constraints of a PhD and the nature 
of the research. The limitations relate to the generalisation of the research findings, the 
disproportionate number of female interviewees, the research focus and the use of self-reported 
responses.  
 
The qualitative survey was conducted with 333 Vietnamese students who were undertaking 
four TNE APs in three universities in North Vietnam. However, there are 37 TNE APs 
controlled by the Ministry of Educational and Training and 119 private cooperative programs 
among 441 higher education institutions in Vietnam (Ly, 2013). Therefore, the research results 
cannot be generalised to TNE programs more broadly. Although the universities where the 
research was conducted are typical of higher education institutions in Vietnam, the findings 
may not be applicable to all institutions in Vietnam. The different patterns of EOCS usage 
found across the academic majors considered in this study provides a basis for future research 
on students undertaking TNE APs majors in other Vietnamese institutions.  
 
The unequal numbers of female and male interviewees (16 and 4, respectively) may have 
limited the interpretation and comparison of EOCS choice by gender. One possible explanation 
for this gender imbalance is that a female researcher in Vietnam is more likely to attract more 
female participants than male participants because in Asian culture, and particularly in 
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Vietnamese culture, male students may feel uncomfortable participating in face-to-face 
communication with a female researcher. 
 
The current research was limited to the time frame of a full-time PhD study conducted by a 
novice researcher and the focus of the research, which was to explore the types of EOCS that 
Vietnamese learners are using in their TNE APs in Vietnam and the factors that influence the 
strategy usages. An investigation of the effectiveness of the EOCS used by Vietnamese 
students was beyond the scope of the present study and would require further research.  
 
The quantitative and qualitative data in the current research were based on participants’ self-
reports. The participants were asked to recall the strategies they had used in their academic and 
social lives. A possible limitation of self-report data is that there may be an inconsistency 
between recall and what is happening in reality (Dang, 2013). Further exploration of students’ 
strategy usage in class activities could reduce this limitation by interviewing the teachers or 
observing their conversations. 
 
6.4. Recommendations for further research 
 
The research contributions, implications and limitations of the study lead to several 
recommendations for further research. The present study was conducted with a small number of 
Vietnamese students who were undertaking four TNE APs in three universities in 
NorthVietnam.Further research is recommended with a larger number of students undertaking 
TNE APs in other Vietnamese universities in other regions of Vietnam to provide more 
generalisable results and expand the scope of the research findings. 
 
The current research explored EOCS use from students’ perspectives. Further research could 
focus on the perspectives of other stakeholders’ (e.g., educators, curriculum designers or 
foreign teachers) who play important parts in educational activities is needed to provide a larger 
picture of the EOCS used in the distinctive TNE APs in Vietnam.  
 
In term of research methodology, this study used a quantitative survey and a qualitative 
interview. Further research with an extended range of research tools (e.g., observations of real 
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oral communication practices, or records of participant’s conversations) is likely to yield richer 
research results.  
 
In addition to widening the scope of the research, further research is needed to investigate the 
effectiveness of these strategies from the perspectives of students and other stakeholders 
involved in the TNE APs in Vietnam.  
 
6.5. Summary 
 
This study investigated the EOCS used by Vietnamese learners undertaking Western 
transnational educational programs in an EFL context, and the learner factors that influence the 
use of those strategies. Overall, the Vietnamese learners actively and flexibly used a variety of 
Coping-EOCS to solve the English oral communication problems that emerged in their 
conversations with other interlocutors in English. They also used a wide range of Developing-
EOCS to improve their English oral communication competence in both academic and social 
practices in Vietnam. The choices of Coping-EOCS and Developing-EOCS of these 
Vietnamese learners were closely related to their gender, English language proficiency, 
motivational orientation, academic major, cultural and educational backgrounds. Their choice 
and use of EOCS reflect their experiences of Asian and Western cultures, and their experiences 
of Asian teacher-centred and Western student-centred educational methods. The higher the 
English proficiency, the more they used EOCS that include more involvement with English 
native speakers.The educational setting (university location and educational activities offered) 
were found to influence the use of Developing-EOCS by these learners. Specifically, the 
participants from the universities located in suburban areas of Vietnam, where there are scant 
opportunities for meeting or talking with native speakers of English, had a more limited range 
of EOCS than those from the universities located within or near city centres.    
 
In conclusion, the current research has provided a comprehensive study of EOCS from the 
students’ perspectives and explored how they use these strategies to deal with their English oral 
communication problems and improve their English communicative competence. Vietnamese 
students were active and autonomous language learners in their choices of EOCS. This research 
provides new insights into Vietnamese learners in this context. 
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Appendices 
 
Appendix A 
A1. Quantitative Survey 
 
Factors Influencing English Oral Communication Survey 
 
This survey aims at investigating your English oralcommunication strategies you are using to 
cope with your problems in communicating with others in English language and the learner's 
factors on the use of these strategies.  
 
Your cooperation as the research participants in completing the survey is highly appreciated by 
the researcher.  
You are advised to complete all of the questions on your own. You can use either English or 
Vietnamese- whichever you feel more confident with.  
Which language would you like to use?  □ English  □Vietnamese 
 
For the English version, please refer to pages-3 to 10 
For the Vietnamese version, please refer to pages-11 to 18 
You are warmly welcome to participate voluntarily in a follow-up interview with the researcher 
to share more about your motivation and strategies for developing English oral communicative 
competence.  
 
Would you like to take part in our follow-up interviews?   □Yes   □No 
 
If  “Yes”, please include your email address or mobile phone number for possible future 
contact by the researcher.  
 
Email Address: …………………………………………….. 
 
Mobile phone number: ……………………………………. 
 
Thank you for your valuable time.   
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English version  
 
This survey is designed for students studying the second year and third year of the Advanced 
Programs (APs) endorsed by MOET, Vietnam in some selected universities.  
    
 
Section 1. Participants’ general information 
 Please fill in the gaps or choose suitable answer by putting a tick ( √) or cross ( ×) in the 
box that best describe you or be relevant to you.   
1. Your class : ……………………………………………… 
2. Name of your university  ……………………………….... 
3. Your major of study……………………………. 
4. Age ………………………; Gender:     □  Male /          □   Female  
5. By September, 2013, I am in the    □  Second year / or   □   third year  
6. How many years have you been learning English as a foreign language?  
□1-3 years □3-5 years  □5-10 years  □more than 10 years 
 
Section 2. Coping-English Oral Communication Strategies (Coping-EOCS) scale 
 
Choose a response by circling a number from 1 through 5  which best describes you or be 
relevant to you 
1. Never or almost never true of me 
2. Generally not true of me 
3. Somewhat true of me 
4. Generally true of me 
5. Always or almost always true of me 
 
Strategies for coping with speaking problems. 
 
Never true                                              Always 
                                            of me                                                true of me  
1 I think first of what I want to say in my native language and 
then construct the English sentence 
1 2 3 4 5 
2 I think first of a sentence I already know in English and then try 
to change it to fit the situation 
1 2 3 4 5 
3 I use words which are familiar to me 1 2 3 4 5 
4 I reduce the message and use simple expression 1 2 3 4 5 
5 I replace the original message with another message because 
of feeling incapable of executing my original intent 
1 2 3 4 5 
6 I abandon the execution of a verbal plan and  just say some 
words when I don’t know what to say 
1 2 3 4 5 
7 I pay attention to grammar and word order during 
conversation 
1 2 3 4 5 
8 I try to emphasize the subject and verb of the sentence 1 2 3 4 5 
9 I change my way of saying things according to the context 1 2 3 4 5 
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Never true                                              Always 
                                            of me                                                true of me  
10 I take my time to express what I want to say 1 2 3 4 5 
11 I pay attention to my pronunciation 1 2 3 4 5 
12 I try to speak clearly and loudly to make myself heard 1 2 3 4 5 
13 I pay attention to my rhythm and  intonation  1 2 3 4 5 
14 I pay attention to the conversation flow 1 2 3 4 5 
15 I try to make eye-contact when I am talking 1 2 3 4 5 
16 I use gestures and facial expressions if I can’t communicate 
how to express myself 
1 2 3 4 5 
17 I correct myself when I notice that I have made a mistake 1 2 3 4 5 
18 I notice myself using an expression which fits a rule that I have 
learnt  
1 2 3 4 5 
19 While speaking, I pay attention to the listener’s reaction to my 
speech 
1 2 3 4 5 
20 I give examples if the listener doesn’t understand what I am 
saying 
1 2 3 4 5 
21 I repeat what I want to say until the listener understands 1 2 3 4 5 
22 I make comprehension checks (e.g. making a question, or 
stopping conversation and asking whether he/ she understands 
..) to ensure the listener understand what I want to say 
1 2 3 4 5 
23 I leave a message unfinished because of some language 
difficulty. 
1 2 3 4 5 
24 I try to give a good impression to the listener 1 2 3 4 5 
25 I don’t mind taking risks even though I might make mistakes 1 2 3 4 5 
26 I try to enjoy the conversation 1 2 3 4 5 
27 I try to relax when I feel anxious  1 2 3 4 5 
28 I actively encourage myself to express what I want to say 1 2 3 4 5 
29 I ask other people to help when I can’t communicate well 1 2 3 4 5 
30 I give up when I can’t make myself understood 1 2 3 4 5 
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Strategies for coping with listening problems. 
 
Never true                                              Always 
                                            of me                                                true of me  
1 I pay attention to the first word to judge whether it is an 
interrogative sentence or not. 
1 2 3 4 5 
2 I try to catch every word that the speaker uses 1 2 3 4 5 
3 I guess the speaker’s intention by picking up familiar words 1 2 3 4 5 
4. I pay attention to the words which the speaker slows down or 
emphasizes 
1 2 3 4 5 
5 I pay attention to the first part of the sentence and guess the 
speaker’s intention 
1 2 3 4 5 
6 I try to respond to the speaker even when I don’t understand 
him /her perfectly  
1 2 3 4 5 
7 I guess the speaker’s intention based on what he/she said so far 1 2 3 4 5 
8 I don’t mind if I can’t understand every single detail. 1 2 3 4 5 
9 I anticipate what the speaker is going to say based on the 
content 
1 2 3 4 5 
10 I ask the speaker to give an example when I am not sure what 
he/she said. 
1 2 3 4 5 
11 I try to translate into native language little by little to 
understand what the speaker has said. 
1 2 3 4 5 
12 I try to catch the speaker’s main point. 1 2 3 4 5 
13 I pay attention to the speaker’s rhythms and  intonation  1 2 3 4 5 
14 I send to continuation signals e.g.,  eye contact, or nodding 
head…)to show my understanding in order to avoid 
communication gaps 
1 2 3 4 5 
15 I pay attention to the speaker’s pronunciation. 1 2 3 4 5 
16 I use  body gestures  ( e.g. hand  or leg or head or  other body 
parts ) when I have difficulties in understanding. 
1 2 3 4 5 
17 In conversation, I pay attention to the speaker’s eye-contact, 
facial expression and gestures. 
1 2 3 4 5 
18 I ask the speaker to slow down when I can’t understand what 
the speaker has said. 
1 2 3 4 5 
19 I ask the speaker to use easy words when I have difficulties in 
comprehension 
1 2 3 4 5 
20 I make a clarification request when I am not sure what the 
speaker has said. 
1 2 3 4 5 
21 I ask for repetition when I can’t understand what the speaker 
has said 
1 2 3 4 5 
22 I make clear to the speaker what I haven’t been able to 
understand. 
1 2 3 4 5 
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Never true                                              Always 
                                            of me                                                true of me  
23 While listening, I only focus on familiar expressions. 1 2 3 4 5 
24 I especially pay attention to the interrogative when I listen to 
WH-questions. 
1 2 3 4 5 
25 I pay attention to the subject and verb of the sentence when I 
listen.  
1 2 3 4 5 
 
 
Section 3.Motivational Orientationscale  
 
The following statements are about your motivation for your registering the current 
Transnational Education Advanced Programs (TNE APs) in which English has been used as the 
medium of instruction.  
 
Why did you chooseto enrol in the TNE APs?  
 
Read the items and choose a response by circling a number from 1 through 5 as explained 
below that best describes you or is relevant to you. Remember there is no right or wrong 
answer, just answer as accurately as possible.   
 
1. Never or almost never true of me 
2. Usually not true of me 
3. Somewhat true of me 
4. Usually true of me 
5. Always or almost always true of me 
 
 Never true  
of me 
 Always  
true of me 
1 I believe these APs will help me to have higher salary jobs in 
future. 
1 2 3 4 5 
2 I would like to study further  overseas for MA or PhD degrees 1 2 3 4 5 
3 My parents want me to get Western qualification in Vietnam 
without traveling overseas. 
 
1 2 3 4 5 
4 I choose the Advanced Programs (APs) to be able to get two 
degrees after graduation as advertised (Western degree and 
Vietnamese degree). 
 
1 2 3 4 5 
5 I would like to get good qualifications and English competence 
after graduation. 
 
1 2 3 4 5 
6 Western qualification will be better for my future employment 
promotion than a Vietnamese qualification. 
 
1 2 3 4 5 
7 I really enjoy learning English as a benefit of the Advanced 
Programs 
 
1 2 3 4 5 
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8 Being able to speak English fluently will lift my social status 1 2 3 4 5 
9 English competence helps me to make friends with different 
people in the world 
1 2 3 4 5 
10 I can improve English so that I can understand English-
speaking social media like Western films, videos, TV or radio. 
1 2 3 4 5 
11 I learn English so that I can read original books, newspapers, 
or magazines written in English 
1 2 3 4 5 
12 English will help me to know various cultures and peoples in 
the world. 
1 2 3 4 5 
13 I registered for the Advanced Programs to have the chance to 
learn internationally-designed curriculum in Vietnam 
1 2 3 4 5 
14 I really like to learn with Western professors in these programs 1 2 3 4 5 
15 I like to learn with my favorite subjects of these courses.  1 2 3 4 5 
16 I think the knowledge I have obtained in these classes is useful 
for my current study and future career. 
1 2 3 4 5 
17 I prefer the Western-written course textbooks that really 
challenge me to learn new things, even though they are not 
easy to understand at all in English. 
1 2 3 4 5 
18 I am interested in new student-centered teaching methods in 
these APs. Students’ viewpoints are encouraged and considered 
by teachers and other classmates 
 
1 2 3 4 5 
19 I have more opportunities to learn updated knowledge or 
current policies towards my study fields ( like accounting/ 
technology/ economics / environment….) from all over the 
world in these courses instead of only Vietnamese ones.  
 
1 2 3 4 5 
20 I prefer different methods of assessment made by these 
programs lecturers. They requires  students to keep on learning 
and improving knowledge and experience in our disciplines, 
which are valuable for our future profession.  
1 2 3 4 5 
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Section 4.  English Oral Proficiency scale   
 
These are five aspects of speech in communication. From your self-assessment, what level of 
oral English communicative proficiency you are at. ( Pleasecircle number from 1 to 6 
equivelent to level from 1 to 6 in the provided box on your selected level ) 
 
 Level 1 Level 2 Level 3 Level 4 Level 5 Level 6 
LI
ST
EN
IN
G
 
C
O
M
P
R
EH
EN
SI
O
N
 
I  recognize a 
limited number 
of words and 
common 
conversational 
expressions 
 
I can understand 
simple questions 
and statements in a 
short dialogue or 
passage at slower 
speed 
I understand the 
main point of a 
short dialogue or 
passage at slower 
speed 
I can understand 
most of what is 
said (all main 
points and most 
details) at near 
normal speed 
I can understand 
nearly everything 
at normal speed, 
although 
occasional 
repetition may be 
necessary 
I can understand 
everything at 
normal speed like 
a native speaker. 
FL
U
EN
C
Y
 
I can speak 
using only short 
question-answer 
patterns such as 
“how are you? I 
am fine, thank 
you.” 
I can participate in 
a simple 
conversation on 
everyday topics at 
slower speed and 
frequently pause 
I express myself 
using simple 
language. I make 
pauses when 
expressing 
complex ideas 
I can naturally 
express myself. I 
slow down when 
expressing 
complex ideas or 
less common 
expressions 
I am generally 
fluent and rarely 
have minor pauses 
when I search for a 
correct manner of 
expression 
I have native-like 
fluency 
V
O
C
A
B
U
LA
R
Y
 
I know a limited 
number of 
words and 
common 
conversational 
expressions 
I have enough 
vocabulary to 
make simple  
I have an adequate 
working 
vocabulary and 
some synonyms  
I have enough 
vocabulary and 
alternative ways of 
expressing simple 
ideas 
I have enough 
vocabulary to join 
in discussions. I’m 
aware of some 
word meanings  
I have an 
extensive native-
like vocabulary 
P
R
O
N
U
N
C
IA
TI
O
N
 
I have difficulty 
in accurately 
producing the 
sounds and 
sound patterns 
of the language 
I am beginning to 
master some 
sounds and sound 
patterns 
I can produce most 
of the sounds and 
sound patterns 
My speech is 
always intelligible 
but a definite 
accent is apparent  
My pronunciation 
and intonation are 
near native-like 
My pronunciation 
and intonation are 
exactly like those 
of a native 
speaker 
G
R
A
M
M
A
R
 
I can only use 
some common 
conversational 
set expressions 
I can produce very 
basic sentence 
patterns but with 
frequent 
grammatical errors 
I can produce a 
few complex 
sentence 
constructions but 
with noticeable 
grammatical 
errors. 
I speak using a 
range of complex 
patterns and 
grammatical rules, 
but some errors are 
still present 
I have a good 
command over a 
large of complex 
grammar, and 
errors are 
infrequent 
I can speak with a 
native-like 
command of 
complex 
grammatical 
patterns.  
 
 
 
 
 
 
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 
1 2 3 4 5 6 
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Vietnamese version (Ngôn ngữ Tiếng Việt) 
A1. Phiếu  điều tra  
 
Phiếu điều tra này nhằm mục đích tìm hiểu các phương pháp mà bạn đang sử dụng để giải 
quyết các vấn đề bạn gặp phải trong giao tiếp bằng Tiếng Anh, và các yếu tố ảnh hưởng đến 
việc sử dụng các phương pháp này của bạn. 
 
Chúng tôi đánh giá cao sự hợp tác của bạn trong quá trình tham gia nghiên cứu của chúng tôi. 
Bạn hãy trả lời hết các câu hỏi trong phiếu điều tra này. Bạn có thể lựa chọn ngôn ngữ nào mà 
bạn cảm thấy thoải mái và tự tin, Tiếng Anh hay Tiếng Việt.  
Bạn chọn ngôn ngữ nào?( Hãy điền dấu “ √” hay dấu “x” vào ô bạn lựa chọn)     
□ Tiêng Anh   □Tiếng Việt 
Nếu bạn chọn ngôn ngữ Tiếng Anh, hãy giở trang 3 đến trang 10 
Nếu bạn lựa chọn ngôn ngữ tiếng Việt, hãy giở trang 11 đến trang 18 
Chúng tôi hân hạnh mời bạn tiếp tục tham gia trò chuyện trực tiếp với người nghiên cứu của 
dự án này, dưới hình thức của một buổi phỏng vấn, để cùng chia sẻ về động lực và các phương 
pháp của bạn để phát triển kỹ năng giao tiếp Tiếng Anh. 
 
Bạn có muốn tham gia nói chuyện với người nghiên cứu của dự án này không ? 
( Hãy điền dấu “ √” hay dấu “x” vào ô bạn lựa chọn)   □Có    □Không 
Nếu bạn đồng ý, hãy điền thông tin địa chỉ email hoặc số di động của bạn, chúng tôi sẽ liên lạc 
với bạn trong thời gian tới. 
Email: ………………………………………………………. 
Số điện thoại:……………………………………………….. 
 
Cảm ơn bạn đã dành thời gian cho chúng tôi. 
 
 
Phiếu điều tra này được thiết kế cho sinh viên đang học năm thứ 2 hoặc thứ 3 của chương trình 
tiên tiến (CTTT) do  Bộ Giáo Dục và Đào tạo, Việt Nam triển khai thực hiện thí điểm tại một số 
trường đại học.  
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Phần 1.Thông tin chung về người tham gia dự  
 
Hãy điền vào phần trống hoặc lựa chọn câu trả lời phù hợp với bạn bằng cách đánh dấu (√) 
hoặc dấu ( ×) vào ô bạn chọn.  
1. Tên lớp học của sinh viên: ………………………………. 
2. Tên trường bạn đang học: ……………………………………. 
3. Chuyên ngành học của bạn: …………………………………. 
4. Tuổi: ……;      Giới tính □Nam  /         □Nữ 
5. Tính đên tháng 9 năm 2013, tôi đang học  □Năm thứ 2  □ năm thứ 3  
6. Bạn đã và đang học Tiếng Anh được bao lâu ? 
□1-3 năm  □ 3-5 năm  □  5-10 năm  □ trên 10 năm  
 
Phần 2. Các phương pháp  xử lý các vấn đề khó khăn trong giao tiếp bằng tiếng Anh 
 
Hãy khoanh tròn chữ số  (từ 1 đến 5) đúng với bạn hay phù hợp với trường hợp của bạn.  
 
1. Không bao giờ đúng với tôi 
2. Thường không đúng với tôi 
3. Đúng một chút với tôi 
4. Thường đúng với tôi 
5. Luôn luôn đúng với tôi  
 
Phương pháp xử lý với các vấn đề về kỹ năng nói Tiếng Anh. 
 
 Không bao giờ đúng 
 với tôi  
Luôn luôn đúng  
với tôi  
1 Trước hết tôi nghĩ về những điều tôi định nói bằng tiếng Việt và 
sau đó mới  tạo câu bằng tiếng Anh 
1 2 3 4 5 
2 Trước hết, tôi nghĩ về câu mà tôi đã biết bằng tiếng Anh, sau 
đó tôi mới thay đổi câu đó cho phù hợp với tình huống hiện tại.  
1 2 3 4 5 
3 Tôi sử dụng những từ mà tôi đã quen dùng 1 2 3 4 5 
4. Tôi rút  ngắn thông điệp cần giao tiếp và sử dụng những mẫu 
đơn giản. 
1 2 3 4 5 
5 Khi tôi cảm thấy nội dung của thông điệp cũ chưa đủ để truyền 
tải,  tôi thay thế thông điệp cũ bằng một thông điệp mới  
1 2 3 4 5 
6 Khi tôi không biết phải nói gì, tôi  chỉ nói ít, thay cho ý định 
biểu đạt ban đầu . 
1 2 3 4 5 
7 Trong hội thoại, tôi quan tâm nhiều đến ngữ pháp và trật tự 
của từ.  
1 2 3 4 5 
8 Tôi cố gắng nhấn mạnh vào chủ ngữ và động từ của câu 1 2 3 4 5 
9 Tuỳ thuộc và ngữ cảnh mà tôithay đổi cách biểu đạt/cách nói. 1 2 3 4 5 
10 Tôi dành thời gian để diễn đạt những điều muôn nói.  1 2 3 4 5 
11 Tôi chú ý nhiều đến cách phát âm của mình trong giao tiếp 1 2 3 4 5 
 ------------------------------------------------------------------------------ 
  329 
 
 Không bao giờ đúng 
 với tôi  
Luôn luôn đúng  
với tôi  
12 Tôi cố nói to, rõ ràng để mọi người có thể nghe rõ. 1 2 3 4 5 
13 Tôi chú trọng đến nhịp điệu và ngữ điệu của lời nói trong giao 
tiếp. 
1 2 3 4 5 
14 Tôi chú trọng đến sự liên tục của cuộc đối thoại 1 2 3 4 5 
15 Khi trò chuyện, tôi cố gắng dùng ánh mắt để giao tiếp. 1 2 3 4 5 
16 Nếu tôi không thể làm cách nào để nói cho người khác hiểu, tôi 
sử dụng cử chỉ (như tay, chân) hoặc khuôn mặt để biểu đạt.  
1 2 3 4 5 
17 Khi tôi nhận thấy tôi mắc lội khi nói chuyện, tôi tự sửa khuyết 
điểm.  
1 2 3 4 5 
18 Tôi lưu ý dùng mẫu câu phù hợp với nguyên tắc sử dụng mà tôi 
đã học. 
1 2 3 4 5 
19 Khi trò chuyện, tôi chú  ý đến phản ứng của người nghe đối với 
lời nói của tôi. 
1 2 3 4 5 
20 Nếu người nghe không hiểu những điều tôi đang nói, tôi lấy ví 
dụ, dẫn chứng minh hoạ. 
1 2 3 4 5 
21 Tôi nhắc lại điều tôi muốn nói cho tới khi người nghe hiểu 
được  
1 2 3 4 5 
22 Tôi làm phép kiểm tra ( như đặt câu hỏi, hoặc dừng hội thoại 
và hỏi xem họ có hiểu ..) để đảm bảo rằng người nghe hiểu 
những diều tôi muốn nói. 
1 2 3 4 5 
23 Tôi bỏ lửng thông điệp cần giao tiếp khi gặp khó khăn về tiếng 
Anh.  
1 2 3 4 5 
24 Tôi cố gắng tạo ấn tượng tốt với người nghe 1 2 3 4 5 
25 Trong giao tiếp, tôi sẵn sàng chấp nhận rủi ro khi tôi mắc lỗi  1 2 3 4 5 
26 Tôi cố gắng tận dụng cơ hội giao tiếp. 1 2 3 4 5 
27 Khi tôi cảm thấy hồi hộp, căng thẳng, tôi cố gắng thư giãn. 
 
1 2 3 4 5 
28 Khi tôi muôn diễn đạt điều gì, tôi chủ động khích lệ mình thể 
hiện. 
 
1 2 3 4 5 
29 Khi tôi không thể giao tiếp được, tôi nhờ người khác trợ giúp. 
 
1 2 3 4 5 
30 Khi tôi không thể làm người khác hiểu mình, tôi đầu hàng. 
 
1 2 3 4 5 
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Phương pháp xử lý với các vấn đề về kỹ năng nghe tiếng Anh. 
 
 Không bao giờ đúng 
 với tôi  
Luôn luôn đúng  
với tôi  
1 Tôi tập trung vào từ ngữ đầu tiên để đánh giá xem đó có phải  
là câu nghi vấn hay không 
 
1 2 3 4 5 
2 Tôi cố gắng nắm bắt được hết các từ mà người nói sử dụng 1 2 3 4 5 
3 Tôi đoán ý định diễn đạt của người nói bằng cách nắm lấy 
những từ quen thuộc. 
1 2 3 4 5 
4. Tôi chú tâm đến những từ mà người nói nói chậm hoặc nhấn 
mạnh. 
1 2 3 4 5 
5 Tôi chú ý đến phần đầu của câu mà người nói dùng và đoán ý 
của người nói.  
1 2 3 4 5 
6 Tôi cố gắng đáp lại người nói, ngay cả khi tôi không hiểu hết 
toàn bộ ý của anh ấy/ cô ấy.  
1 2 3 4 5 
7 Tôi đoán ý định của người nói dựa vào những điều họ nói đến 
lúc đó 
1 2 3 4 5 
8 Tôi thấy bình thường nếu tôi không hiểu hết mọi chi tiết trong ý 
của người nói.  
1 2 3 4 5 
9 Tôi phỏng đoán được những điều người nói sẽ diễn đạt dựa vào 
nội dung của buổi nói chuyện. 
1 2 3 4 5 
10 Khi tôi không chắc chắn về điều họ nói, tôi đề nghị người nói 
đưa ra ví dụ  
1 2 3 4 5 
11 Tôi cố gắng dịch sang tiếng Việt từng tý một để hiểu những 
điều người nói vừa diễn đạt. 
1 2 3 4 5 
12 Tôi cố gắng nắm bắt được ý chính của người nói. 1 2 3 4 5 
13 Tôi lưu ý đến nhịp điệu và ngữ điệu của người nói trong hội 
thoại. 
1 2 3 4 5 
14 Tôi liên tục gửi tín hiệu  ( ví dụ như: dùng ánh mắt hoặc gật 
đầu …) để thể hiện mình hiểu những điều họ nói để tránh ngắt 
quãng hội thoại.  
1 2 3 4 5 
15 Tôi lưu ý đến cách phát âm của người nói. 1 2 3 4 5 
16 Khi gặp khó khăn trong việc hiểu những điều người nói diễn 
đạt, tôi biểu đạt bằng cử chỉ( như tay, chân, đầu hoặc các bộ 
phận của cơ thể).  
1 2 3 4 5 
17 Trong hội thoại, tôi lưu ý đến ánh mắt, biểu hiện trên khuôn 
mặt và các cử chỉ của người nói.  
1 2 3 4 5 
18 Khi tôi không hiểu những điều họ nói, tôi đề nghị họ nói chậm 
lại. 
1 2 3 4 5 
19 Khi tôi gặp khó khăn trong việc hiểu những điều họ nói, tôi đề 
nghị họ sử dụng những ngôn từ đơn giản.  
1 2 3 4 5 
20 Khi tôi không chắc chắn về những điều họ nói, tôi đề nghị họ 
làm rõ hơn. 
1 2 3 4 5 
21 Khi tôi không thể hiểu những điều họ nói, tôi đề nghị họ nhắc 
lại 
1 2 3 4 5 
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 Không bao giờ đúng 
 với tôi  
Luôn luôn đúng  
với tôi  
22 Tôi thể hiện rõ cho người nói chỗ nào tôi không hiểu.  1 2 3 4 5 
23 Trong quá trình nghe, tôi chỉ tập trung vào các mẫu câu quen 
thuộc.  
1 2 3 4 5 
24 Khi tôi nghe được câu hỏi “WH”, tôi đặc biệt lưu ý đến từ nghi 
vấn 
1 2 3 4 5 
25 Khi nghe, tôi lưu ý đến chủ ngữ và động từ của câu.  1 2 3 4 5 
 
 
Phần 3. Động lực giúp bạn lựa chọn chương trình tiên tiến  
 
Các câu trong phần này đề cập đến động lực hay lý do tại sao bạn lựa chọn cac khoá học của 
Chương trình tiên tiến (CTTT) được giảng dạy bằng Tiếng Anh.  
 
Bạn hãy đọc các câu sau và lựa chọn câu nào phù hợp với bạn hoặc miêu tả đúng trường hợp 
của bạn bằng cách khoanh tròn các số từ 1 đến 5. 
 
Tại sao bạn lựa chọn khoá học của CTTT? 
 
1. Không bao giờ đúng với tôi 
2. Thường không đúng với tôi 
3.  Đúng  một chút với tôi 
4. Thường đúng với tôi 
5. Luôn luôn đúng với tôi  
 Không bao giờ đúng 
 với tôi  
Luôn luôn đúng  
với tôi  
1 Tôi tin rằng những khoá hoc của CTTT sẽ giúp tôi có được 
công việc có thu nhập cao hơn  
1 2 3 4 5 
2 Tôi muốn học nâng cao ở nước ngoài  ( thạc sỹ hoặc tiến sỹ) 1 2 3 4 5 
3 Bố mẹ tôi muốn tôi học để có bằng cấp quốc tế tại Việt nam  
mà không phải đi du học nước ngoài.  
1 2 3 4 5 
4 Tôi học CTTT để có thể nhận được 2 bằng đại học sau khi tốt 
nghiệp như quảng cảo của chương trình.( Bằng quốc tế và 
bằng Việt nam)  
1 2 3 4 5 
5 Tôi muốn có bằng cấp tốt đồng thời có khả năng giao tiếp tiếng 
Anh sau khi tốt nghiệp 
1 2 3 4 5 
6 Bằng cấp phương Tây sẽ tôt hơn so với bằng Việt Nam cho cơ 
hội thăng tiến trong công việc của tôisau này. 
1 2 3 4 5 
7 Tôi thực sự rất thích học tiếng Anh, đây là một lợi thế của 
những khoá học này  
1 2 3 4 5 
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 Không bao giờ đúng 
 với tôi  
Luôn luôn đúng  
với tôi  
8 Có khả năng giao tiếp bằng tiếng Anh thành thạo sẽ nâng cao 
vị thế xã hội của tôi 
1 2 3 4 5 
9 Tôi muốn kết bạn với nhiều người nói tiếng Anh trên thế giới. 1 2 3 4 5 
10 Tôi có thể phát triển khả năng tiếng Anh để có thể hiểu được 
các bộ phim, băng đĩa, chương trình TV hoặc phát thanh sử 
dụng tiếng Anh  
1 2 3 4 5 
11 Tôi học tiếng Anh để có thể đọc được các cuốn sách gốc, báo 
chí hoặc tạp chí gốc viết bằng tiếng Anh 
1 2 3 4 5 
12 Tiếng Anh sẽ giúp tôi hiểu biết được nhiều nền văn hoá và tộc 
người trên thế giới.  
1 2 3 4 5 
13 Tôi đăng ký khóa học của Chương trình tiên tiến để có cơ hội 
học chương trình tiêu chuẩn quốc tế tại Việtnam. 
1 2 3 4 5 
14 Tôi thực sự thích học với các giáo sư nước ngoài trong Chương 
trình tiên tiến này.  
1 2 3 4 5 
15 Tôi muốn học các môn yêu thích của khoá học.  1 2 3 4 5 
16 Tôi thấy giáo trình giảng dạy và kiến thức tôi học được trong  
khoá học rất hữu ích cho việc học của tôi và công việc trong 
tương lai.  
1 2 3 4 5 
17 Tôi rất thích các giáo trình nước ngoài của khoá học, chúng 
thôi thúc tôi học được nhiều điều mới mẻ, mặc dù hiểu hết được 
chúng bằng tiếng Anh không dễ chút nào.  
1 2 3 4 5 
18 Tôi rất hào hứng với phương pháp giảng dạy lấy sinh viên làm 
tâm điểm của khoá học. Quan điểm, ý kiến của sinh viên được 
giáo viên và các bạn sinh viên khác khuyến khích và xem xét.   
1 2 3 4 5 
19 Tôi có nhiều cơ hội học được những kiến thức cập nhật hay 
những chính sách mới nhất lien quan tới ngành học của mình 
(như ngành kế toán, công nghệ, kinh tế, môi trường, luật ….) tự 
khắp nơi trên thế giới chứ không chỉ riêng ở Việt nam. 
1 2 3 4 5 
20 Tôi thích các phương pháp đánh giá khác nhau của các giáo 
viên trong khoá học. Các phương pháp này đòi hỏi người học 
phải liên tục học và mở mang kiến thức, kinh nghiệm trong 
chuyên ngành học của mình. Điều này rất có giá trị trong công 
việc tương lai của chúng tôi . 
1 2 3 4 5 
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Phần 4. Trình độ tiếng Anh của tham dự viên  
 
Có 5 phần của lời nói trong giao tiếp gồm (nghe hiểu, độ lưu loát, vốn từ vựng, phát âm và ngữ 
pháp).Bạn tự đánh giá kỹ năng giao tiếp nói bằng tiếng Anh của bạn ở mức độ nào.( hãy 
khoanh tròn vào số mà bạn lựa chọn từ 1 đến 6 tương ứng với cấp độ từ 1 đến 6)  
 
 
 Cấp độ 1 Cấp độ 2 Cấp độ 3 Cấp độ 4 Cấp độ 5 Cấp độ 6 
N
g
h
e 
h
iể
u
  
 Tôi nhận dạng 
được số lượng 
hạn chế về từ và 
các mẫu hội 
thoại thông 
thường. 
 
Tôi có thể hiểu các 
câu hỏi và câu trần 
thuật đơn giản 
trong hội thoại 
ngắn với tốc độ 
giao tiếp chậm hơn 
Tôi hiểu được ý 
diễn đạt chính của 
hội thoại hoặc 
thông điệp với tốc 
độ giao tiếp chậm 
hon.  
Tôi có thể hiểu 
được hầu hết các ý 
và chi tiết của hội 
thoại với tốc độ 
nói gần như bình 
thường.  
Tôi có thể hiểu 
được gần như hết 
mọi thứ ở tốc độ 
giao tiếp bình 
thường, đôi khi tôi 
cần họ nhắc lại.  
Tôi có thể hiểu 
hết mợi thứ ở tốc 
độ giao tiếp bình 
thường như người 
bản gốc Tiếng 
Anh   
Đ
ộ
 l
ư
u
 l
o
á
t 
Tôi có thể nói 
chỉ sử dụng các 
mẫu câu hỏi-đáp 
ngắn như  “how 
are you? I am 
fine, thank you.” 
Tôi có thể tham gia 
vào một cuộc hội 
thoại đơn giản về 
chủ đề hang ngày 
với tốc độ giao tiếp 
chậm hơn và dừng 
lại nhiều.  
Tôi tự diễn đạt 
bằng cách sử dụng 
vốn từ đơn giản. 
Đôi khi tôi ngắt 
quãng khi diễn đạt 
ý phức tạp hơn.  
Tôi có thể tự diễn 
đạt một cách tự 
nhiên. Tôi sẽ nói 
chậm lại khi diễn 
đạt ý phức tạp 
hoặc các mẫu câu 
ít phổ biến.  
Nhìn chung tôi khá 
lưu loát trong giao 
tiếp và rất ít khi 
dừng lại khi tôi 
muốn rà soát lại 
cách dùng của các 
mẫu câu.. 
Tôi đạt được mức 
độ giao tiếp lưu 
loát như người 
gốc Tiếng  Anh 
V
ố
n
 t
ừ
 v
ự
n
g
 Tôi biết số 
lượng hạn chế 
vè từ và các mẫu 
hội thoại thông 
thường.  
 
Tôi chỉ đủ vốn từ 
vựng để thực hiện 
các hội thoại đơn 
giản 
Tôi có đủ vốn từ 
vựng và từ đồng 
nghĩa để giao tiếp  
Tôi có đủ vốn từ 
vựng và các cách 
khác nhau để diễn 
đạt các ý đơn giản.  
Tôi có đủ vốn từ 
vựng để tham gia 
các buổi thảo luận. 
Tôi có thể nhận 
dạng được các từ 
đa nghĩa.  
Tôi có lượng từ 
vựng rộng như 
người gốc tiếng 
Anh 
 P
h
á
t 
â
m
 
Tôi gặp khó 
khăn trong việc 
phát âm đứng 
trong tiếng Anh. 
Tôi bắt đầu nắm 
bắt được một số 
âm và mẫu âm 
trong tiếng Anh. 
Tôi có thể tạo được 
các âm và mẫu âm 
trong giao tiếp 
bằng tiếng Anh. 
Lời nói của tôi 
luôn luôn dễ hiểu 
nhưng trọng âm 
chưa rõ ràng 
Cách phát âm và 
giọng điệu của tôi 
gần giống người 
gốc tiếng Anh. 
Phát âm và ngữ 
điệu của tôi giống 
như của người 
gốc tiếng Anh. 
 N
g
ữ
 p
h
á
p
 
Tôi chỉ có thể sử 
dụng một số 
mẫu hội thoại 
thông thường.  
Tôi có thể giao tiếp 
với các mẫu hội 
thoại cơ bản, 
nhưng vẫn có 
nhiều lỗi ngữ pháp.  
Tôi có thể giao tiếp 
dùng các cấu trúc 
câu phức tạp hơn 
nhưng vẫn có các 
lỗi ngữ pháp thông 
thường.. 
Tôi giao tiếp sử 
dụng được nhiều 
mãu câu phức tạp 
và các quy tắc về 
ngữ pháp, đôi khi 
vẫn mắc lỗi ngữ 
pháp.  
Trong giao tiếp, tôi 
có thể làm chủ 
được các số lượng 
lớn các vấn đề ngữ 
pháp phức tạp, và 
thỉnh thoảng mới 
mắc lỗi.  
Tôi có thể giao 
tiếp với khả năng 
kiểm soát các 
mẫu ngữ pháp 
phức tạp khá tốt, 
giống như người 
gốc tiếng Anh.  
 
 
 
 
1 
3 4 5 6 
1 
1 
1 
1 
2 
2 
2 
2 
2 
3 
3 
3 
3 4 
4 
4 
4 5 
5 
5 
5 
6 
6 
6 
6 
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A2. Interview guide 
English version 
Part 1. Participants’ demographic information 
1. Personal information 
+ What is your class? / Which year are you in?  
 + What major? Which university are you from?  
2. English ability prior and during these TNE APs 
+ How many years have you been learning English?  
+ Which English skills were you confident before attending the TNE AP?  Why? 
+ Did you feel more confident with your English speaking and listening skills prior to 
the TNE AP? Why?  
+ After a period of studying in this TNE AP, do you feel more confident with your 
English ability generally, and your English speaking and listening skill in particular? 
Why (not)?  
3. Motivators for choosing the TNE APs 
+ Why did you choose this current program?  
+ What are your expectations of this AP? 
+ What are your future plans after graduating from university?  
4. Attitudes towards teaching and learning methods used in these TNE APs 
+ Have you got used to the new student-centered approach used in the program? 
+ Are there any differences between the one you did previously and this new one?  
+ What do you think about teaching and learning methods in these programs?  
+ What about foreign teachers in your class?  
+ Which activities in class do you like best? Why?  
 
Part 2. English oral communication strategies used by participants 
 
5. Coping-EOCS strategies used by participants 
+ How often do you communicate in English in class and in campus?  
+What difficulties do you have in communication with others (both teachers and 
classmates) in English language? 
+ How do you solve your problems? Why (not)?  
+ How often do you ask your teacher or other students for help with your problems? 
Why?/ Why not?  
6. Best memory in your English study or English practice 
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+ Do you want to share with me one of your best memory (about your English learning 
process ( like a bad / or funny / or an embarrassing experience of speaking English with 
foreigners for the first time. What did you do to solve your situation then?) 
+ What did you do in that situation?  
7. Developing-EOCS strategies used by participants 
 
+ What strategies have you been using to develop your own English oral 
communication, both inside and outside classes? 
+ How successful do you think you are with your strategies?  
+ How often do you share your experiences and learning strategies with your classmates 
or your teachers?  
+ How often do you attend social activities inside or outside your university to develop 
your English ability? (e.g. exchanging programs with international education institutes, 
English-speaking clubs, internal and international conferences, workshops, seminars…) 
 
Vietnamese version (Ngôn ngữ Tiếng Việt) 
Phần 1. Thông tin cá nhân về người tham dự 
1. Thông tin về người tham dự 
+ Tên lớp học của bạn  
 + Bạn đang học năm thứ mấy 
2. Trình độ tiếng Anh của bạn. 
+ Bạn đã và đang học Tanh được bao lâu rồi? 
+ Trước khi bắt đầu CTTT, kỹ năng tiếng Anh nào bạn cảm thấy tự tin trong học tập và 
giao tiếp?Tại sao? 
 + Sau 1,2 năm học CTTT, bạn nghĩ thế nào về trình độ Tanh của mình? Bạn có tự tin  
 hơn trong giao tiếp không?  
 + Khả năng giao tiếp nói bằng TAnh của bạn ntn, theo đánh giá riêng của bạn? 
3. Động lực cho lựa chọn CTTT 
+ Tại sao bạn chọn học CTTT? 
+ Mong muốn của bạn khi tham gia khóa học là gì? 
+ Kế hoạch sau khi hoàn thành khóa học của bạn? 
 
4.  Quan điểm của bạn về  chương trình học của nước ngoài mà bạn đang tham gia 
 + Đây là chương trình nhập khẩu từ nước ngoài, lấy người học làm trung tâm, bạn có  
 quen với phương pháp học mới này không? Có gì khác biệt so với phương pháp học  
 mà bạn từng biết đến trước đó?  
 + Bạn có gặp khó khăn gì trong việc học và sử dụng tài liều tiếng Anh trong CTTT? 
 + Cách giải quyết khó khăn của bạn là gì? 
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+ Các hoạt động nào trên lớp mà bạn thích nhất?Tại sao? 
 
Phần 2. Phương pháp phát triển kỹ năng giao tiếp Tiếng Anh của bạn 
 
5. Các phương pháp học để giải quyết khó khăn trong giao tiếp bằng tiếng Anh 
 + Bạn có thường xuyên giao tiếp bằng tiếng Anh trong và ngoài trường học không?  
 + Khó khăn gì mà bạn gặp trong giao tiếp bằng tiếng Anh với các bạn trong lớp và thầy  
  cô giáo?  
 + Bạn đã giải quyết khó khăn đó bằng cách nào?  
+ Bạn có nhờ sự trợ giúp của thầy cô và các bạn trong khó khăn không? Tại sao có 
(không)?  
 
6. Kỷ niệm đáng nhớ trong quá trình học tiếna Anh 
+ Trong quá trình học Tiếng Anh hay học trong CTTT, có kỷ niệm nào mà bạn nhớ 
nhất? ( kỷ niệm vui/ buồn/ hoặc khó xử của bạn trong những lần đầu giao tiếp bằng 
tiếng Anh/ hoặc giao tiếp với người nước ngoài...) 
+ Bạn đã lam gi trong tinh huong tình huống do? 
 
7. Các phương pháp hoc để nâng cao kỹ năng giao tiếp tiếng Anh 
+ Trên lớp học và trong giảng đường, bạn có thường xuyên giao tiếp bằng tiếng Anh k? 
+ Bạn đã và đang áp dụng những phương pháp học gì để nâng cao khả năng nói Tiếng  
Anh của bạn, cả trên lớp và ngoài lớp? Hiệu quả của các phương pháp đó thế nào,  
theo đánh giá của bạn?  
 + Bạn có thường xuyên chia sẻ kinh nghiệm và phương pháp học của mình với các sv  
 khác và thầy cô không?  
+ Bạn có thích tham gia các hoạt động ngoại khóa (như giao lưu với sv nước ngoài, hay 
câu lạc bộ nói tiếng Anh, hội thảo quốc tế) trong và ngoài phạm vi trường học không?  
 
 
 
 
 
 
 
 
 
 
 
 
 
 ------------------------------------------------------------------------------ 
  337 
 
A3. Consent form 
 
English version 
 
   PARTICIPANT’S CONSENT FORM 
 
 
1. I have had the project explained to me, and I have read the information sheet  
2. I agree to participate in the research project as described 
3. I agree: 
to be interviewed  
that  my voice will be audio recorded 
4. I acknowledge that: 
(a) I understand that my participation is voluntary and that I am free to withdraw from the 
project at any time and to withdraw any unprocessed data previously supplied (unless 
follow-up is needed for safety). 
(b) The project is for the purpose of research.  It may not be of direct benefit to me. 
(c) The privacy of the personal information I provide will be safeguarded and only disclosed 
where I have consented to the disclosure or as required by law.  
(d) The security of the research data will be protected during and after completion of the 
study.  The data collected during the study may be published, and a report of the project 
outcomes will be provided to the university library.   Any information which will identify 
me will not be used. 
 
 
     Participant  Date :  
  
 
 
 
  
(signature ) 
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Vietnamese version (Ngôn ngữ Tiếng Việt) 
 
  THƯ  ĐỒNG  Ý THAM GIA DỰ ÁN  NGHIÊN CỨU  
 
1. Tôi đã đọc thông tin về dự án  
2. Tôi đồng ý tham gia vào dự án nghiên cứu trên   
3. Tôi đồng ý:  
Tham gia buổi phỏng vấn. 
Lời nói của tôi trong buổi phỏng vấn sẽ được ghi âm. 
4. Tôi xác nhận  rằng:  
(a) Tôi hiểu rõ rằng việc tôi tham gia vào dự án là hoàn toàn tự nguyện và tôi có quyền rút ra khỏi dự án 
và rút lại bất cứ  dữ liệu nào chưa qua xử lý . 
(b)  Dự án này phục vụ mục đích nghiên cứu, có thể không mang lại lợi ích trực tiếp cho tôi  
(c)  Thông tin riêng tư của tôi sẽ được bảo đảm an toàn và chỉ được cung cấp dưới sự đồng thuận của tôi 
hoặc theo quy định của luật pháp.  
(d)  Sự bảo mật của dữ liệu nghiên cứu sẽ được đảm bảo trong suốt quá trình nghiên cứu và sau khi dự 
án hoàn thành. Số liệu và dữ liệu của dự án có thể được xuất bản hoặc trở thành báo cáo dự án và 
được lưu trữ trong thư viện của trường RMIT. Tất cả thông tin về cá nhân tham dự viên sẽ không bị 
tiết lộ.  
 
 
Tham dự viên   Ngày  : 
  
 
 
 
  
(Ký tên và ghi rõ họ tên ) 
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A4. Advertisement flyer 
 
 
Project title: 
Exploring the English oral communicative strategies used by Vietnamese students 
in the Transnational Education Advanced Programs (TNE APs) in Vietnam. 
 
 Dear research participants, 
 You are invited to participate in a research project being conducted by RMIT University. It has been 
supported by managers of the “National Language teaching 2020” project of Vietnam’s Ministry of 
Education and Training (MOET).  
 
My name is Huyen Minh, Bui and I am conducting this research project for Doctor of Philosophy at 
RMIT University with Prof. Dianna Siemon,  Dr. Cheryl Sempleand Dr. James Baglin.  
 
In this research, my overall aim is to investigate the English Oral Communication Strategies used by 
Vietnamese students who are undertaking the Transnational Educational Advanced Programs (TNE 
APs) endorsed  by Vietnam’s government and MOET.  I also wish that by conducting this research, both 
students and teachers in the Advanced Programs will comprehend more about the English language 
learning strategies used by the program students to deal with their English oral communication problems 
and to develop their English proficiency in Vietnam’s English as a foreign language context. 
 
Currently, I am seeking research participants as the second-year or third-year from the Advanced 
Programs to share their experiences and ideas on this topic with me. The study involves anonymous 
questionnaires, audio-taped individual interviews in about 45 minutes. 
 
I would like to use the data that I will be collecting from you for my thesis and possible conference 
papers and/or journal articles. To protect your privacy with the questionnaire, you will remain 
anonymous. For interviews, I will code all data and use pseudonyms so that individuals are not 
identified. 
 
Being in this study is completely voluntary - you are under no obligation to consent to participation. If 
you decide to participate, you have a right to withdraw at any stage or avoid answering questions which 
you feel are too personal or intrusive. 
 
I will keep the consent forms, transcripts and data and audio tapes in a confidential place at the School 
of Education, RMIT University for five years as required. After five years, all records will be destroyed 
through the secured system at the School of Education, RMIT University.  
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Appendix B. Exploratory Factor Analysis of the three survey scales 
 
B1 .Polychoric Correlation Matrix for Motivational Orientation Scale 
 
 
Items 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 
MO_1 - 
                   
MO_2 0.298 - 
                  
MO_3 0.18 0.109 - 
                 
MO_4 0.273 0.213 0.262 - 
                
MO_5 0.439 0.355 -0.017 0.272 - 
               
MO_6 0.253 0.288 0.107 0.405 0.276 - 
              
MO_7 0.252 0.279 0.051 0.228 0.319 0.227 - 
             
MO_8 0.322 0.212 0.129 0.215 0.408 0.307 0.402 - 
            
MO_9 0.178 0.331 0.093 0.189 0.282 0.217 0.423 0.361 - 
           
MO_10 0.169 0.263 0.077 0.2 0.35 0.185 0.395 0.301 0.41 - 
          
MO_11 0.17 0.335 0.101 0.172 0.324 0.13 0.365 0.277 0.353 0.563 - 
         
MO_12 0.184 0.345 0.052 0.2 0.321 0.114 0.33 0.209 0.484 0.504 0.575 - 
        
MO_13 0.352 0.38 0.103 0.317 0.417 0.198 0.34 0.274 0.32 0.258 0.338 0.344 - 
       
MO_14 0.286 0.286 0.062 0.27 0.326 0.223 0.401 0.36 0.324 0.295 0.336 0.352 0.506 - 
      
MO_15 0.154 0.248 0.075 0.167 0.263 0.161 0.387 0.216 0.302 0.318 0.378 0.326 0.442 0.478 - 
     
MO_16 0.276 0.208 0.089 0.184 0.26 0.129 0.364 0.26 0.279 0.288 0.314 0.297 0.351 0.36 0.492 - 
    
MO_17 0.355 0.325 0.036 0.208 0.433 0.181 0.323 0.249 0.232 0.265 0.369 0.331 0.413 0.378 0.381 0.526 - 
   
MO_18 0.268 0.298 0.158 0.214 0.285 0.243 0.403 0.233 0.347 0.318 0.408 0.363 0.436 0.419 0.468 0.424 0.382 - 
  
MO_19 0.304 0.313 0.127 0.247 0.341 0.198 0.325 0.203 0.246 0.278 0.425 0.378 0.429 0.387 0.397 0.447 0.481 0.506 - 
 
MO_20 0.199 0.178 0.074 0.13 0.269 0.113 0.41 0.215 0.242 0.274 0.256 0.281 0.364 0.39 0.384 0.432 0.362 0.493 0.478 - 
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B2. Polychoric correlation matrix of the Coping-EOCS-Speaking subscale 
 
STANDARIZED VARIANCE / COVARIANCE MATRIX (POLYCHORIC CORRELATION) 
(Polychoric algorithm: Olsson ,1979a, 1979b; Tetrachoric algorithm: AS116) 
  
Items        1              2        3           4             5        6             7        8              9        10          11          12          13       14         15       16           17          18        19        20          21        22           23       24         25        26        27         28          29            30      
V   1         1.000   
V   2        0.184    1.000   
V   3        0.299    0.241    1.000   
V   4        0.293    0.162    0.467    1.000   
V   5        0.077    0.145    0.141    0.250    1.000   
V   6        0.235    0.261    0.277    0.382    0.287    1.000   
V   7        0.152    0.248    0.170    0.131    0.139    0.201    1.000   
V   8        0.055    0.226    0.054    0.062    0.207    0.136    0.226    1.000   
V   9        0.132    0.207    0.240    0.172    0.190    0.053    0.152    0.357    1.000   
V  10        0.199    0.263    0.287    0.236    0.123    0.164    0.203    0.181    0.397    1.000   
V  11        0.113    0.228    0.238    0.216    0.250    0.140    0.292    0.234    0.405    0.314    1.000   
V  12        0.141    0.296    0.213    0.224    0.246    0.092    0.182    0.275    0.372    0.325    0.417    1.000   
V  13        0.080    0.261    0.186    0.125    0.221    0.159    0.169    0.242    0.380    0.250    0.515    0.448    1.000   
V  14       -0.003    0.257    0.219    0.141    0.138    0.062    0.103    0.297    0.425    0.317    0.316    0.407    0.465    1.000   
V  15        0.077    0.215    0.220    0.216    0.169    0.107    0.138    0.182    0.461    0.342    0.317    0.437    0.426    0.483    1.000   
V  16        0.177    0.134    0.271    0.328    0.269    0.267    0.085    0.120    0.319    0.253    0.231    0.315    0.184    0.230    0.347    1.000   
V  17        0.126    0.287    0.222    0.240    0.174    0.101    0.246    0.261    0.352    0.290    0.364    0.380    0.267    0.321    0.313    0.363    1.000   
V  18        0.188    0.284    0.262    0.227    0.200    0.161    0.324    0.209    0.302    0.331    0.367    0.320    0.296    0.312    0.303    0.275    0.483    1.000   
V  19        0.095    0.181    0.338    0.237    0.183    0.172    0.042    0.099    0.334    0.242    0.371    0.245    0.325    0.361    0.375    0.370    0.381    0.394    1.000   
V  20        0.071    0.132    0.226    0.272    0.210    0.103    0.108    0.165    0.418    0.255    0.325    0.249    0.211    0.304    0.353    0.426    0.361    0.327    0.480    1.000   
V  21        0.130    0.191    0.243    0.193    0.251    0.102    0.132    0.200    0.259    0.246    0.295    0.208    0.181    0.269    0.178    0.217    0.224    0.289    0.386    0.417    1.000   
V  22        0.129    0.256    0.195    0.175    0.226    0.089    0.171    0.250    0.423    0.280    0.250    0.341    0.313    0.296    0.326    0.251    0.254    0.212    0.243    0.347    0.298    1.000   
V  23        0.251    0.263    0.147    0.183    0.166    0.256    0.191    0.149    0.085    0.140    0.162    0.132    0.244    0.136    0.034    0.163    0.035    0.104   -0.006    0.050    0.085    0.127    1.000   
V  24        0.078    0.137    0.254    0.204    0.177    0.086    0.088    0.174    0.406    0.243    0.279    0.326    0.316    0.431    0.431    0.336    0.364    0.338    0.377    0.370    0.240    0.247    0.053    1.000   
V  25        0.091    0.189    0.230    0.206    0.205    0.120    0.051    0.147    0.410    0.246    0.257    0.329    0.342    0.369    0.319    0.304    0.317    0.187    0.358    0.317    0.232    0.363    0.028    0.410    1.000   
V  26        0.128    0.255    0.194    0.280    0.227    0.115    0.122    0.145    0.482    0.318    0.342    0.413    0.333    0.343    0.432    0.311    0.369    0.333    0.346    0.358    0.287    0.431    0.074    0.378    0.464    1.000   
V  27        0.178    0.249    0.234    0.290    0.222    0.069    0.088    0.111    0.323    0.264    0.237    0.343    0.242    0.240    0.330    0.240    0.289    0.286    0.283    0.256    0.270    0.291    0.077    0.391    0.359    0.467    1.000   
V  28        0.058    0.227    0.185    0.189    0.230    0.073    0.124    0.241    0.346    0.277    0.359    0.443    0.330    0.300    0.342    0.225    0.314    0.278    0.313    0.345    0.226    0.333    0.079    0.292    0.435    0.494    0.461    1.000   
V  29        0.171    0.235    0.200    0.276    0.228    0.264    0.194    0.160    0.170    0.110    0.185    0.197    0.117    0.100    0.022    0.227    0.209    0.181    0.212    0.206    0.251    0.213    0.215    0.108    0.149    0.235    0.222    0.211    1.000   
V  30        0.168    0.200    0.019    0.121    0.040    0.162    0.221    0.110   -0.071    0.009    0.028   -0.028    0.022    0.037   -0.073   -0.007   -0.045   -0.060   -0.109   -0.109    0.003    0.087   0.357   -0.163   -0.070   -0.052   -0.007   -0.029    0.314    1.000   
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B3. Polychoric Correlation Matrix of the Coping-EOCS-Listening subscale 
 
STANDARIZED VARIANCE / COVARIANCE MATRIX (POLYCHORIC CORRELATION) 
(Polychoric algorithm: Olsson ,1979a, 1979b; Tetrachoric algorithm: AS116) 
 
Variable     1             2            3           4           5            6          7         8            9          10         11       12       13       14       15       16       17       18       19       20       21       22       23       24       25      
V   1        1.000   
V   2        0.311    1.000   
V   3        0.286    0.271    1.000   
V   4        0.207    0.149    0.353    1.000   
V   5        0.215    0.240    0.379    0.332    1.000   
V   6        0.210    0.204    0.293    0.229    0.306    1.000   
V   7        0.129    0.204    0.361    0.416    0.345    0.369    1.000   
V   8        0.149    0.143    0.313    0.228    0.322    0.257    0.344    1.000   
V   9        0.188    0.230    0.382    0.316    0.305    0.247    0.346    0.332    1.000   
V  10        0.173    0.206    0.273    0.351    0.250    0.155    0.324    0.255    0.402    1.000   
V  11        0.147    0.169    0.112   -0.054    0.140    0.084    0.013    0.070    0.065    0.050    1.000   
V  12        0.122    0.160    0.319    0.511    0.245    0.309    0.385    0.244    0.340    0.283   -0.014    1.000   
V  13        0.131    0.124    0.300    0.390    0.200    0.252    0.326    0.223    0.256    0.249    0.035    0.405    1.000   
V  14        0.240    0.109    0.354    0.443    0.262    0.268    0.343    0.280    0.295    0.322    0.100    0.407    0.378    1.000   
V  15        0.262    0.235    0.305    0.436    0.266    0.278    0.228    0.220    0.305    0.237    0.097    0.350    0.420    0.412    1.000   
V  16        0.237    0.247    0.422    0.406    0.315    0.319    0.368    0.239    0.276    0.373    0.196    0.386    0.296    0.352    0.301    1.000   
V  17        0.232    0.107    0.363    0.484    0.245    0.260    0.432    0.356    0.328    0.290    0.015    0.443    0.452    0.523    0.417    0.352    1.000   
V  18        0.110    0.172    0.318    0.415    0.335    0.145    0.300    0.188    0.282    0.363    0.121    0.305    0.258    0.302    0.191    0.357    0.437    1.000   
V  19        0.139    0.177    0.196    0.342    0.287    0.141    0.277    0.162    0.249    0.331    0.167    0.181    0.286    0.259    0.151    0.315    0.293    0.488    1.000   
V  20        0.183    0.141    0.286    0.373    0.306    0.217    0.317    0.320    0.346    0.298    0.083    0.329    0.337    0.372    0.234    0.252    0.412    0.446    0.482    1.000   
V  21        0.191    0.101    0.405    0.377    0.280    0.267    0.289    0.298    0.318    0.350    0.179    0.365    0.364    0.311    0.242    0.382    0.430    0.383    0.407    0.548    1.000   
V  22        0.160    0.151    0.231    0.261    0.219    0.269    0.308    0.345    0.415    0.326    0.024    0.300    0.328    0.289    0.249    0.289    0.358    0.294    0.350    0.420    0.389    1.000   
V  23        0.188    0.204    0.134   -0.005    0.220    0.190    0.149    0.113    0.255    0.114    0.336    0.008    0.141    0.098    0.076    0.259    0.013    0.157    0.245    0.158    0.122    0.244    1.000   
V  24        0.260    0.279    0.245    0.251    0.322    0.227    0.354    0.340    0.316    0.219    0.239    0.176    0.254    0.218    0.284    0.322    0.254    0.258    0.332    0.326    0.284    0.310    0.321    1.000   
V  25        0.204    0.159    0.206    0.288    0.285    0.268    0.343    0.261    0.248    0.151    0.196    0.231    0.223    0.249    0.246    0.271    0.298    0.227    0.334    0.334    0.298    0.361    0.217    0.465    1.000   
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B4.  Summary of RMFA for 51-item Coping-EOCS scale before 
rotation 
 
Speaking subscale      Listening subscale      
UNROTATED LOADING  MATRIX UNROTATED LOADING MATRIX 
Items  Factor 1 Factor 2 Communalities Items Factor 1 Factor 2 Communalities 
Speaking-1 0.258 0.383 0.423 EOCS_LIS_1 0.366 0.184 0.438 
EOCS_Sp_2 0.429 0.306 0.559 EOCS_LIS_2 0.346 0.273 0.46 
EOCS_Sp_3 0.472 0.272 0.708 EOCS_LIS_3 0.59 -0.012 0.765 
EOCS_Sp_4 0.463 0.366 0.742 EOCS_LIS_4 0.662 -0.336 0.725 
EOCS_Sp_5 0.296 0.496 0.667 EOCS_LIS_5 0.513 0.14 0.391 
EOCS_SP_6 0.295 0.351 0.536 EOCS_LIS_6 0.597 -0.066 0.635 
EOCS_SP_7 0.649 -0.195 0.692 EOCS_LIS_7 0.588 0.063 0.713 
EOCS_SP_8 0.514 0.051 0.413 EOCS_LIS_8 0.54 -0.039 0.563 
EOCS_SP_9 0.598 0.023 0.747 EOCS_LIS_9 0.193 0.514 0.538 
EOCS_SP_10 0.618 -0.06 0.663 EOCS_LIS_10 0.588 -0.356 0.708 
EOCS_SP_11 0.575 -0.048 0.731 EOCS_LIS_11 0.565 -0.189 0.608 
EOCS_SP_12 0.589 -0.172 0.686 EOCS_LIS_12 0.601 -0.211 0.611 
EOCS_SP_13 0.624 -0.238 0.767 EOCS_LIS_13 0.534 -0.144 0.636 
EOCS_SP_14 0.545 0.042 0.675 EOCS_LIS_14 0.611 0.081 0.599 
EOCS_SP_15 0.583 -0.044 0.542 EOCS_LIS_15 0.679 -0.347 0.829 
EOCS_SP_16 0.568 0.049 0.621 EOCS_LIS_16 0.604 -0.006 0.714 
EOCS_SP_17 0.599 -0.145 0.642 EOCS_LIS_17 0.564 0.192 0.608 
EOCS_SP_18 0.593 -0.167 0.683 EOCS_LIS_18 0.631 0.011 0.631 
EOCS_SP_19 0.477 0.007 0.517 EOCS_LIS_19 0.645 -0.015 0.771 
EOCS_SP_20 0.541 -0.023 0.518 EOCS_LIS_20 0.56 0.068 0.54 
EOCS_SP_21 0.233 0.486 0.545 EOCS_LIS_21 0.301 0.574 0.588 
EOCS_SP_22 0.586 -0.25 0.67 EOCS_LIS_22 0.532 0.357 0.548 
EOCS_SP_23 0.574 -0.193 0.661 EOCS_LIS_23 0.51 0.24 0.572 
EOCS_SP_24 0.66 -0.137 0.628 
   
  
EOCS_SP_25 0.555 -0.058 0.617 
   
  
EOCS_SP_26 0.594 -0.15 0.726 
   
  
EOCS_SP_27 0.363 0.38 0.539 
   
  
EOCS_SP_28 0.018 0.622 0.722 
   
  
 Eigenvalues 7.9 2.3   Eigenvalues 6.9 1.4   
Total % of common variance explained 53.40% Total % of common variance explained 58.84% 
Cronbach's  α .86 Cronbach's α .87  
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Appendix C. Ethics approval of RMIT 
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Appendix D. Permission letters 
 
D1. Permission letter from Vietnam's MOET for data collection 
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D2. Referral letter of Vietnam's MOET to three Vietnamese 
universities 
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D3. Permission letter from Nakanati (2006) for the OSCI use. 
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D4. Permission letter from Padilla and Sung (1999) for the FLOSEM 
use 
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Appendix F. Descriptive statistics of survey scales 
 
F1. Mean, SD, percentage distribution on Motivational Orientation 
items 
 
Descriptive Statistics Valid percentage on each point Sum 
Items N Mean SD 1 2 3 4 5  4+5  
M05 333 4.31 0.83 0.9 2.4 10.8 36.6 49.2 85.8 
M08 333 3.87 0.90 1.2 5.4 24.3 43.8 25.2 69.0 
M02 333 3.80 1.02 2.1 8.4 25.5 35.1 28.8 63.9 
M14 333 3.78 0.99 2.1 7.8 26.4 36.9 26.7 63.6 
M10 333 3.78 0.96 1.2 7.8 28.2 37.2 25.5 62.7 
M12 333 3.74 0.95 1.5 7.5 30.0 37.5 23.4 60.9 
M13 333 3.70 0.93 1.5 7.8 30.6 39.6 20.4 60.0 
M11 333 3.69 0.95 0.9 8.7 33.3 34.2 22.8 57.0 
M09 333 3.68 1.08 3.9 9.6 26.7 34.2 25.5 59.7 
M07 333 3.66 0.96 1.5 8.1 35.1 33.0 22.2 55.2 
M01 333 3.64 0.93 4.2 3.0 33.0 43.8 15.9 59.7 
M19 333 3.60 0.93 2.1 8.7 32.4 41.1 15.6 56.7 
M17 333 3.59 0.96 2.7 9.9 29.4 42.0 15.9 57.9 
M06 333 3.50 1.07 6.0 9.0 31.8 35.7 17.4 53.1 
M20 333 3.47 0.93 1.2 12.3 39.3 32.1 15.0 47.1 
M18 333 3.45 0.94 3.0 11.1 35.4 38.7 11.7 50.4 
M16 333 3.42 0.91 3.0 9.3 40.5 36.6 10.5 47.1 
M15 333 3.36 0.99 2.7 15.9 37.5 30.6 13.2 43.8 
M04 333 3.29 1.26 11.4 15.6 24.0 30.0 18.9 48.9 
  Notes:  Meanings of points: 1 = Never true of me,  2 = Usually not true of me,   3= Somewhat true of me 
4= Usually true of me ; 5= Always or almost always true of me 
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F2. Means, SD, percentage distribution on Coping-EOCS-Speaking 
items 
 
Descriptive Statistics Valid percentage on each point Sum 
 Items No Mean SD 1 2 3 4 5 4+5  
Reduction speaking strategies 
EOCS_Sp_03 333 3.90 0.76 0.3 2.4 24.9 45.9 12.6 58.5 
EOCS_Sp_04 333 3.59 0.88 1.5 9.3 30.6 45.9 12.6 58.5 
EOCS_Sp_29 333 3.43 0.96 2.7 13.2 34.8 36.9 12.3 49.2 
EOCS_Sp_06 333 3.40 0.92 2.1 12.3 40.5 33.6 11.4 45 
EOCS_Sp_07 333 3.19 0.96 3.3 19.8 40.2 27.9 8.7 36.6 
EOCS_Sp_02 333 3.17 0.96 3.6 21.3 36.3 32.1 6.6 38.7 
EOCS_Sp_01 333 3.07 1.06 8.7 19.5 34.8 30 6.9 36.9 
EOCS_Sp_23 333 2.87 1.03 9.3 27.3 36 22.2 5.1 27.3 
EOCS_Sp_30 333 2.81 1.14 14.1 25.8 33.9 17.7 8.4 26.1 
Total: 09 items 3.27 0.51             
Achievement speaking strategies 
EOCS_Sp_19 333 3.91 0.85 0.6 5.1 21.6 47.7 24.9 72.6 
EOCS_Sp_20 333 3.77 0.90 0.9 7.2 27.9 42 21.9 63.9 
EOCS_Sp_15 333 3.68 0.96 0.9 11.4 27.3 39.9 20.4 60.3 
EOCS_Sp_11 333 3.63 0.90 0.9 8.7 33.9 39.3 17.1 56.4 
EOCS_Sp_27 333 3.61 0.91 0.9 10.8 30.6 41.7 15.9 57.6 
EOCS_Sp_16 333 3.60 0.97 2.7 10.2 27.3 43.5 16.2 59.7 
EOCS_Sp_12 333 3.60 0.92 1.5 10.5 30 42.3 15.6 57.9 
EOCS_Sp_24 333 3.60 0.82 1.5 6 34.5 46.8 11.1 57.9 
EOCS_Sp_21 333 3.59 0.87 0.3 10.5 33.3 41.7 14.1 55.8 
EOCS_Sp_28 333 3.59 0.91 1.5 8.7 35.1 38.7 15.9 54.6 
EOCS_Sp_17 333 3.57 0.81 0.9 7.2 36 45.3 10.5 55.8 
EOCS_Sp_09 333 3.55 0.89 1.5 9.6 34.2 41.4 13.2 54.6 
EOCS_Sp_14 333 3.52 0.92 2.1 9 37.8 36.6 14.4 51 
EOCS_Sp_25 333 3.51 0.89 1.5 11.1 33.9 41.7 11.7 53.4 
EOCS_Sp_26 333 3.48 0.93 2.1 9.9 39.9 39.9 14.1 54 
EOCS_Sp_10 333 3.47 0.86 1.2 10.2 39.3 38.7 10.5 49.2 
EOCS_Sp_18 333 3.44 0.81 1.5 8.7 41.4 40.8 7.5 48.3 
EOCS_Sp_13 333 3.40 0.95 2.1 13.8 39 31.8 13.2 45 
EOCS_Sp_22 333 3.29 0.93 2.4 16.2 41.7 29.7 9.9 39.6 
Total: 19 items  3.57 0.51             
Notes:  Meanings of points: 1 = Never true of me,    2 = Usually not true of me,   3= Somewhat true of me 
 4= Usually true of me ;   5= Always or almost always true of me  
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F3. Means, SD, percentage distribution on Coping-EOCS-Listening  
items 
 
Descriptive Statistics Valid percentage on each point Sum 
 items No Mean SD 1 2 3 4 5 4+5 
Achievement listening strategies    
EOCS_Lis_04 333 3.77 0.91 0.9 7.8 27 42 22.2 64.2 
EOCS_Lis_12 333 3.77 0.83 1.2 6.3 22.8 53.8 15.9 69.7 
EOCS_Lis_03 333 3.73 0.87 1.5 6.9 25.5 49.5 16.5 66 
EOCS_Lis_18 333 3.72 0.88 0.9 8.7 25.5 47.4 17.4 64.8 
EOCS_Lis_21 333 3.72 0.89 1.2 8.7 24.6 48 17.4 65.4 
EOCS_Lis_14 333 3.71 0.94 1.5 9 27 42 20.4 62.4 
EOCS_Lis_17 333 3.70 0.90 0.6 8.7 29.7 42 18.9 60.9 
EOCS_Lis_07 333 3.67 0.79 0.6 5.7 31.8 49.5 12.3 61.8 
EOCS_Lis_10 333 3.65 0.88 1.5 7.5 31.2 44.1 15.6 59.7 
EOCS_Lis_15 333 3.61 0.96 0.9 12.3 30.9 36.3 19.5 55.8 
EOCS_Lis_20 333 3.61 0.88 1.5 8.4 31.2 45 13.8 58.8 
EOCS_Lis_09 333 3.54 0.91 1.5 11.7 30 44.4 12.3 56.7 
EOCS_Lis_13 333 3.53 0.95 1.5 12.6 33 37.5 15.3 52.8 
Total: 13 items 3.67 0.53   
Reduction listening strategies 
EOCS_Lis_19 333 3.62 0.89 1.5 8.7 30.3 45.3 14.1 59.4 
EOCS_Lis_16 333 3.58 0.90 1.8 8.1 35.4 39.6 15 54.6 
EOCS_Lis_22 333 3.51 0.85 1.2 9 37.5 41.7 10.5 52.2 
EOCS_Lis_25 333 3.42 0.90 2.4 11.4 37.5 39 9.6 48.6 
EOCS_Lis_24 333 3.40 0.94 2.1 14.4 35.7 36.6 11.1 47.7 
EOCS_Lis_05 333 3.35 0.88 1.5 14.1 40.8 34.8 8.7 43.5 
EOCS_Lis_23 333 3.17 0.98 2.7 23.7 36 28.8 8.7 37.5 
EOCS_Lis_02 333 3.13 0.89 1.5 24.3 38.1 31.5 4.5 36 
EOCS_Lis_11 333 3.08 1.06 7.8 21 34.8 28.2 8.1 36.3 
EOCS_Lis_01 333 2.99 0.97 6.3 23.1 41.1 24 5.4 29.4 
Total: 10 items 3.33 0.5  
Notes:  Meanings of points: 1 = Never true of me,    2 = Usually not true of me,   3= Somewhat true of me 
4= Usually true of me ;  5= Always or almost always true of me 
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Appendix G 
G1. Scatterplots showing relationship between Total Motivation 
Orientation scores and Total Coping-EOCS-Speaking scores, Total 
Coping-EOCS-Listening scores 
 
G2. Scatterplots showing relationship between Total English Oral 
Proficiency scores and Total Coping-EOCS-Speaking scores, Total 
EOCS-Listening scores 
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